. DOCUMENY BESUNR .

[

.ED 152° €83 . | o . sp 012 T3 J Y
AUTHOR e : !assanari. Kacl; And Others ‘ h s .
TITLE B . Emerging Professional .Roles fo Teacher quéators. . -
INSTITUTION - American Association of-Collegqs fdr Teachér ' ' :

Bdncation, Washington, D.C.; ERIC CIea:inghouse on o
_ Teacher BEducation, washington, {D.C. '
SPONS AGENCY ¥ational Inst. of Education (DHEN), ﬂaﬁh;ngton, ' ' ,

. D.C. y
PUB DATE .Peb 78
_NOTE 87p. ) /\
BDBS PRICE MFP-$0.83 EC-$4.67 Plus Postage.| - , - {
DESCRIPIORS® *College School Cooperation; Higher Educationy = - _ .
o o Inservice Teacher RBducation; Prgservice Bducation; | - .

~- , ¥Role Conflict; $Role Theory; Siate of the Art
- Reviews; *Teacher Pducation; *Tgacher Bducators;
! " sTrend Analysis ., L
IDBXTIPIBRS ‘College Based Bducators; Schccl] Based Educators -

LBSTRACT

Bnergiug professional roles foy teacher educators are .
exalined by three educators from three differedt viewpoints, and a '
critique of the positions developed is undertaken by a spokesman for
the teacher organization viewpoint of professional development. Rarl
Massanari examines the changes currently affecting the education of
teachers--social, political, and those within education and teacher '
education. from this discussion, the basis is/laid for proposals /
responding to these changes. ®illiaa Drnlnond,explores the current
situation in colleges and universities, exasines internal problems in
these institutions, and discusses sixteen potential roles for the- .
college-based teacher educator. W. Bobert Houston develops the major
thesis that social and educational developments call fcr new -
"professional roles in teacher education. Roles of those persons i
responsible for staff development are explored, and on the basis of
past and preséent practices, nine theses suggesting future practices
‘for schcol based staff development are pres nted. In summarizing theﬂ
contextual conditions determining nev and modified roles for teacher
educators, BEassanari examines the characteristicsof the arena in
vhiich educational professional development takes place and cal |
attention to underlying issues that vill eventually determine what I
new roles will be created and supported. In his summary critique, Roy '
Edelfelt reacts to the contributions of each ¢f the preceding writers .. |
_and argues that the separate efforts of schools and colleges need not -
be in contest, that there is more work to be dqne in pre- and
inservice ‘education  thanp all college- and school-based educators can
handle, and that the problem lies in developing prograass.and s x
approaches ;hat satisfy practitioner needs. (BJB) : Q

o
’

.
- no-

. \ .
btd . . - . ) .

““#“tt"*l““‘““‘“‘t‘“““““}““‘““‘#““““““*“““*‘ . 1

* Reproductiont supplied by BDRS are the best that can be made s

] - from the original document. » |
ttttttiittttttttttttttttttttttttttttt#ttttttt&ttttt!ttttttttttt#tttttt# . ‘




) ’ T —— y
AW & A5 TR T R
(¥ S E S 8 L A PRy
ke :‘wa N T»xv,«: e s i YRR o et h e i :ﬁ_,_‘.,mxzu.w
EAURESA I G [y AN 42 O Mg sl oG]
el A i R REn 2y
z fonr e ¢ \:.L‘ 1 oty ,ﬁ..f,,@,ru. ‘
;
kY]
e s
(MR "
] ;4 2 A G, W
EENE R SIMVILS ks ¥ o
Rt R k2
5z, i £ um; o8 © NIVATH Y LA
L Bl g oo GRBRTA
2 o ..\. W g s

YR ne
LRI

VA

PR

g

RIS JR
F Tt Tt A
A,«M:. O &w P

> g
A

N
>
N3

AN R
e
oy
LOR N

e
L0

ONg WELFARE
L INSTITUYE OF
oNn

EOUCaT
NOT NE(ESSARILV REPR

E_
C' oL NATIONA, INSTITUTE opt

R
Wl

o POsITION OR PO Cy

00

NATIONA
SENT OF £,
EDuCar,

e}
2L T
K \,.Ma.«wi LY

o
[
A5

,«7«1:

Hid
5N

I

g

0
MATAt
4l o

i
<
e
“Foty B 3

5 R T
IS
A LA AT

b3

i

R

P




v
v

- . EMERGING PROFESSIONAL ROLES
' FOR TEACHER EDUCATORS

N

P ) :
. . -

f

o T <N
KARL MASSANARI

. ’ Director, ERIC Clearinghouse -

s on Teacher Education ~
) , - > ._'~
) . WILLIAM, H. DRUMMOND 11 A

Professor of Education ]
University of qurida, Gainesville

v W. ROBERT HOUSTON |
Associate ‘Dean, School of Education
. University of Houston, Texas

+

—
. . ~
*y

. ) e with a critique by T
e v ROY A. EDELFELT .. * |
P ' . \} Professional. Associate
National £ducation Association
: :
v - ' éﬁq Cf
A oy -
Published by the : [
’ . American Association of Colleges for Teacher Education
' and the . o
.o s ERIC,ngaringhouse on Teacher Education
- 7 One Dupont Circle, N.W.
- .+ MWashington, D.G. 20036 -

-

February 1978
. T s sp 012 143 o

- AY




. Association of Colleges for Teacher Education (AACTE).

ERic]

The Clearinghouse on Teacher Education
MNs funded by the National .Institute of Education,
in cooperation with the following associations:

' -

American Association of Colleges for Teacher Education

American Alliance for* Health, Physical Education, and Recreation
Association of Teacher Educators \

National Education Association - . N

-

©

American Association of Colleges for Teacher Education

This material does not necessarily reflect the vieWpoints of the
TE is

74

Smenican
rinting

this document to stimulate discussion, study,
educators. .

ERIC Clearinghotise on Teacher Education

and experi@sntation among

f)

" sional and technical matters.

The material ‘in this publication‘was prepared pursuant to a contract with
the National Institute of Education, U.S. Department of Health, Education,
and Welfare. Contractors undertaking such projects under govermment |, '
sponsorship are encouraged to express-: freely their judgment in profes- .
Prior to pubTication, the manuscript was
submitted to the National Education Association (NEA) for critical review’
and determination of professional competence. This publication has met
such standards. Points of view or opinions, however, do not ‘necessarily
represent the official view or opinions of 'NEA, the Clearinghouse, or the
National Institute of Education. - s J

(e

-

Library of Congress Number: 78-58320 ~ -
Standard Book Number: 0—89333-09?-4
' IR AVA NS
' R
- .
[] P -
J ' > 2( ¢
~ a" e N
R ' 4 B w2




A
o’
- ¢ ’ ry M <
,;‘:1?'}? \
13 )\; ) 1
\ “.;l*"’. ' / J.\."
. ‘i . '.‘ c . " " ’
. “ TABLE OF CONTENTS cef.
e i ST«

/. . . ‘ . - ¢ . Pa e
. 'FORENORD e 8 & o 0o 0o o s o o ‘.C ® & e 8 o o .y e o o o o o o ; o« o s o s

! Chapter I - o ,
S CHANGING. CONDITIONS AND PERSPE&TIVES ABOUT THEM '
, N Kar’z mssanar& o o c ® 8% o s 8 s e 0 s e s 0 8 8 8 8 8 8 e o o » . 1 ®

Chapter II ¢ : !
EMERGING ROLES OF THE COLLEGE-.BASED TEACHER EDUCATOR :
W‘LZZ?/CU" H. Dmmmnd . L ] . L ] * L ] _. . . L ] L ] L] ‘. . L ] L ] L ] L] L ] L ] L ] L ] L ] ‘. L ] 15

Chapter III

.EMERGING ROLES OF THE 'SCHOOL-BASED TEACHER EDUCATOR ; { e
We Robert HOUSEON '+ v o o« o« o v o o o o o o o o o 4 " e e e e e 37\

L -

Chapter Iy ~ * .
DECISION MAKING ABOUT NEW PROFESSIONAL ROLES
- IN TEACHER EDUCATION
Karl Mzssanarf L T T S -3 |
.. CRITIQUE ) > o
RoonEdereZt oooooooo.o_oooo.oo.ooobo00‘00000.71

\ N . k;‘




“content of training programs, delivery systems, and quality control o

- teacher education across the country suggest -that such approaches are .

-

, responsibilities unilaterally, are creating mechanisms to involve other

- and knowledge users.' Thus the recurrent emphasis on mutual detision making

. K " FOREWORD ’ ~ N

-Teacher "education today is in an unprecedented state of ferment. Barely
two decades distant from the 21st century, the future, direction”of this LoN
important enterprise has been cast into confusion. Higher education insti- '
tutions, teacher organizations, and state departments of education are oot
engaged in efforts to reduce that confusion by seeking answers to basic ] .
problems, answers that will lead to more effective programs of education ~ :
personnel development. The crucial issues at stake: Who shall control the
preparattion of education personnel for tomorrow's schools? And who' shall
determine the continuing staff development priorities--needs to be met,

mechanisms? . . © - .
The results of a number of well-conceived cooperative efforts in . ! \

likely to be more productive in the long run than a reliance on unilateral \‘
approaches. College-based teacher educators--so frequently stereotyped as* '\
armchair experts--are beginning to recognize that they do not have all the

angwers, and are initiating mutually benefici&l partnerships with prac-

titioners. Teachers, having reaffirmed their professional stdnding, are ~
seeking self-renewal beyond their immediate peer group. State depart- |
ments of education, realizing they cannot effectively cdarry out their

sections of the education profession. ’
Thus the refrain, in this publication, for establishing, maintaining,
and strengthening Tinkages: between schools and higher education

. institutions, between state departments of ‘education and other sectors of ;e

the profession, between preservice and inservice education programs, be- I
tweep\theory and practice, between knowledge producers and disseminators

about future needs in education personned-gdevelopment, and about the roles
and responsibilities of teacher educators in the coming years. -
» Who will be the trainers of tomorrow's teachers? Where will those

-teachers be ‘trained? What roles are envisioned for teacher educators in g

the féreseeab]e-fu;gre? Answering these questions is essentia before new
teacher education programs-can bedesigned, b¢fore financial and human re- &
sources can be reallocated, before teacher educators with the necessary -+ °

“qualities can 'be selected and prepared. Finding the best answers wild en-

able the profession to act with forethought rather than react defensively.
Options in teacher preparation.depend on imaginative forecasting, now, ofy

alternative futures extrapolated frdm accumulated knowledge. By describ-

ing "emerging" roles fox_teacher educators, the authors- of, this,publica-
tion implicitly serve nbtice that their predictions rely on the lessons of <
the phgt and their observations of present trends, Each chapter. approaches
these emerging roles from a different perspective. . )

++ In Chapter’ I, Karl Massanari sets the *social and political context - -,
influencing whatever decisions are made, and provides a catalyst for .-

creative futyrizing. N <
. In Chapter II, William H. Dpummond analyzes internal problems in col- v

* lTeges of education, then turns a visionary eye to 16 potential roles for . \

the college-based:téacher edugator. ) - Lo
-In Chapter. 111, W..Robert Houston distills the essence of his work in a \

two-year*project with school-based teacher educators, and sets forth his i

observations about their developing roles in nine theses. ‘ .




I

—
.

In Chabigr IV, Massanari draws implications, for the various actors in
the education arend, of issues which will have a direct or indiregt bearing

on decision making about' future roles-for teacher educatoys.

.7 In incorporating within this publication the critique of ‘Roy Edelfelt,

ta respected spokesman for the .teacher organization viewpdint of profes-
sional. development, the authors have added another dimension to provoke
reader thought and reaction to the scenarios-they have envisioned.

The American Assotidtion af Colleges for Teacher Education, as the.

principal agency. representing higher education institutions charged with
teacher education, and the ERIC Clearinghouse on Teachér Education, in its
capacity as a repository for information at the service of the edjcation

profession, have cooperated in the generation, publication, and dissemin-
Comiments and reactions from readers are ~

ation of this publication.

welcomed. N
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A | - T Chapter 1 -~ =
" CHANGING CONDITIONS AND PERSPECTIVES ABOUT THEM
‘ Karl Massanari -

~

.+ The commissioning of this monograph 'is a recognition that, as a result
of .majow-changes occurring in society and edutation, some of the roles
people will play in teacher education tSmorrow will be different from those
of today._The ¢hanges which have impact on'the education of 'teachers are
both planned and unpignned. Some.are rooted in socie%a] conditions which.
Jmpinge upon education generally; others reflect deve opments within the'
profession itself. This arena of change--occurring at an accelerating - -
rate--provides the context for this monograph. . .

. . \ ‘ . N
\/,. ' THE GONTEXT! ©

'
x A~ ~ . B

Y

.Societal Conditions - . ;

-~

>

. A number/of societal issues serve as a backdrop féi,the‘continuing
drama in education. They 'help to shape attitudes toward 'schools as social
institutions gnd the extent to which the pubjié is willing to support them;
they influence expectation levels of parents rding what the purposes .of
schools should be and what schools should accomplish; they have a bearing
on the nature of schdol curricula, the qualifications of education

“personnel who work in them, and the kinds of - preparation programs needed
for professiohal school personnel; and they help to shape attitudes of
pupils toward schools and the worthwhiléness of- education.

The consequences for education of some of these issues are Jmplicit and.
must be inferred;mothers have more explicit and obvious: implications.
Among the former are: ] “ :

1/“‘ 1. Growing ‘distrust of established organizations and institutiens,
especially those associated with federal and state governments
+ "2,. Continuing centralization of power at the state and federal 1evelsS -
3. Increasing reliance on the law and the legal profession for ey
" defining and judging appropriate human ‘behavior, with.corresponding
decreasing reliance on ethics and common sense’(decency) in
- “resolving minor djsputes B , ,
/4 . 4. More - anxiety about personal security as a result of the burgeoning
of violent and organized crime T '
5. A growing realization that the world's natura} redBurces are
. 1imited and that economic.growth may not?be automatically
benefjcial. e .
6. Increased concern about energy\shortages and the poliution of air,
water, and food ) L
. 7. More anxiety about inflation and unempl'oyment
8. ,.A turning toward philosophital and religious movéments which focus
attention and-activity inwardly--to cope with "the world by »
reflecting on it rather than by trying to change it. .
- A ’.. N _ '. /-‘e ‘a . :—
I'The ideas included in the Context section wer generated through
2rinteraction among the threle authors of tbtj/ﬁgnograph, )

S g
y L e - : o
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Among the issues with'a more obv1ous‘relationship to education arew .

<

. 1. UnremittAng pressure to equalize educational opportunities among
. socioecpnomic/racial, subgroups- in society and.between the sexes
2. “Continuing and sometimes increased expectation that schools as
- social §nstitutions should cure a<variety of social ills (through

g for ‘example, alcohol/drug education, driver/safety education sex ’
.7 education)

‘ 3. _Increa51ng demand on the part of parents and thé public for .

- "accountabiTity" regarding educational outcomes _, .Y e

4. Growing goncern that something needs to be doneabout the"
disintegration of moral values
5. Heightened awareness that we are-living in one world and that there
T is an erosion of personal inmtegrity, excellence, and pride 1n B
. doifg things well
v 6. Pervasive feelings of helplessness--that the individual has Jittle
- : ability to influence or redirect the future of his on her qQwn life

hspace. : _ , ix
. | A

Conditions 1n Education and Teacher Education

NJthin the education establishment “a number of forces and conditions-=
many of which' emerged during the l970$- care impinging on-the future of
teacher education. They wi?l influence the kinds .of professionals needed
in schools as well as the kinds of teacher educators needed to prepare
those professionals; they will have gn impact on both pre--. and inservice

- .education of profe551onal¢personnel in, schod¥s.

\v The number of chiktdren entering public schools has declined.as a ‘con-"

sequence of a dgcreade in birth rate. The reduced enrollment has been-.
. mov1ng through the”elementary schools on a yearly basis and is now begin-
ning to be felt An‘the secondary schools. In approximately four. years,,
8 enrollments in higher education 1ikely will be falling.as well.

- Declining enrollments in_the public schools along with the graduation
of record numberd of teacher education students from colleges and univer-
sitiés caused a sudden change in the supply and .démand for teachers) With

- elementary teaching faculties being rguduced and more new teachers available
S s well, it became untenable for disfricts to employ less than fully pre-
ghred teachers. The elimination of the teacher shortage has resulted in
1ess ‘teacher turnever in employment and has produced, almost for the first
- time-in the history of this country, a stable teaching force. These teach-
ers, holding regular.or standard certification, lidve -no statatory require- )

‘ment to return to- the college campus for further graduate.study., .

{ Policy makers came to theggealization that, with the jajority of -

: classrpom teachers fully certified and tenured, further improvement in
American schools would have to depend on the' tea hers and principats who.
are.already in the ¢chools. Thus, many state ‘1egisTatures began passing

. . laws.which_(a) attempted to define mipimum outcomes for schooling--trying

' to make schools and teachers accountable for achieving predefined outcomes, -

and (b) provided funds for inservice education in support of the mandated
outcomes.

- The movement to mandate outcomes and the ways pupils will be taught can

. be illustfated at the federal' level by the'passa\e of the Education of All

v 0

. T
- @ - .,
. . or 4‘
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Handicapped CRildren’ Act (PL 94-1424.which requires that the individual
needs of children be assessed, recorded, and charted, ard that a
diagnostic-prescriptive mode of instruction for each handicapped pupil be
applied. Similarly, several states have passed laws specifying minimum
competency standards in the basic skills (reading, mathematics, consumer
knowledge) for the various grade levels, and particularly for high s¢hool
graduation. ' . . )
5 The mandating of outcomes led state legislatures to supp%rt inservice ’
education for the teachers being affected. Iar,some states, specific cate-
gorical funds on a per pupil basis are now provided to school districts for
inservice gducation. In many states, requirements for districts ‘to d elop
annual inservice plans to meet state mandates’are included inﬂ"accouhighil-'
ity" legislation. It became clear that if the states were mandating inser-
vice education and providing a major share of the resources being used in
local districts for inservice education, they should devise some way to
influence, monitor, or'control the nature and quality of the inservice-edu- -
cation being provided. Since the norms and traditions of ‘higher education
generally have opposed political‘intervention in program development and
operation, states began to look at dther organizational forms, utilizing
and combining the resources of colleges of education and the school dis-
tricts, for providing services to teachers. Seme~states responded by
‘establishing intermediate service units and teacher education centers.
While these changes were taking/place, a major and significant shift
in power haq occurred in the politi¢s of education: the major professional
Organizations, the National Fducation fAsseciation (NEA) and the American’,
Federation of Teachers (AFT), had come of age--NEA becoming exclusively
teacher oriented and poTitically active, and AFT gaining strength and sup-
pdrt from teachers in urban areas. Both greups, using their political
action anms, entered partisan politics at the national level in 1974.
Their efforts in behalf of the Carter-Mondale ticket in 1976 have been
recogrized by President;Farter as having an influence on federal education
policy. . . °
Although several states have yet to pass collective bargaining laws,
collective bargaining in education is having a major effect on resource
allocations, especially at the school district level. Even though consid~ ]
‘érable effort has been exerted to try to keep inservice education, staff
development, and curriculum development out of the comsiderations at the
bargaining-table, the close tie between salaries; the conditions of work,
. incentives, and rewards on ;he'one'hézigzﬁd the effectiveness of the teach-
1

-

er on the other causes one to Qg?iev that moredand more the allocation of
resources for education personnel de
way by collective bargaining. w ’

" Meanwhile, the education "profession"<§i;]arge is. trying to decide
‘whether it wants to become a- unified profession in the full sense of that
term; .remain--as it is now--essentially a semi-professidn; or join the
ranks of the trade unions. The future is unclear at this time. .

Jimilarly, various sectars-within eddcation (teacher organizations,

schqdl districts, higher education institutions, state departments of
education) are still attempting to determine if the improvemént of educa-
tion practice can best be accomplished through fragmerited,_independerit ef-
forts or through cooperative -approaches involving al]“wSS fave a stake in
" . the enterprise. The "profession" has not yet learned how to work as a- * __

ment will be influenced in some®

& \
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unified group within soc1ety for the betterment of educat101 for children
and youth. J

0ther*deve1opments in teacher education should be mentioned. With re-

spect ‘to preparation programs, these inglude (a) an/1ncreas1ng emphasis by_

. colleges ahd universities on expanding the amount and upgradLng the qual-

ity of field-based experiences for students in preservice-programs; (b} the

emergence of competency-based teacher education programs; (c) the estab-
Tishment and cperation of formal inservice education programs by an in-
creasing number of school ‘districts; and (d) growing awareness that more
attention must. bn/g1ven to controll?ng the quality of all types of programs
for the pre- and inservice education of professional school personnel.
Among developments stimulated by federal activity are (a) the enactment

* of teacher center legislation which w1]1 support & national network of 1lo-
cal, school-based teacher centers with inservice education capab111t1es,
and-(b) the continued exper1ence of Teacher Corps projects with emphasis on
collaboration in decisfon making, low faculty-student ratios in tra1n1ng
programs, provision of opportunities for trainess from low socioeconomic
backgrounds and demons}rat1on of a]ternat1ye,de11very systems for inser-
vice education. “

. Meanwhile, there has been .a grow1ng realization, of the inadequacy of
the knowledge base which supports the education of teachers, as we11\as an
increased awareness that education research should focus on current prob-
lems faced by classroom teachers and that teachers themselves should be
involved in such research act1x4ky.

4
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PERSPECTIVES 0N CﬁANGING CONDITIONS

"The conditions in society, education in general, and teacher education
in particu]ar provide the background for 'discuss¥ng emerging professidna]
roles in teacher education. That they will emerge is assumed. It is
envisioned that some of these emerging roles will be new ones; others,
modifications of existing roles. “hey will appear in co]]eges and
universities, schools, teacher centers, educational service centers, state
departments of education, and in other organizations and agencies that are
“involved in some way in,the education of professional school'personne1.

The determination of what thess roles will or should be is not yet clear,
but it will be made, in payt, by how educators view and respond to the
contextual situation. Three perspectives about changing conditigns in
society and education might be described as (a) periodic adaptation, (b)
extrapolation -from present trends, and (c) forecasting of alternat1ve
futures. , ’

Periodic Adaptation - ‘ M

The most common response in the past has been for educat1on 1n;§%tu-
‘tions, organizations, and agencies to attempt to keep pace with changing -
conditions by making piecemeal adjustments in programs and. by relying on
per1odic retooling of personnel. This approach places the institution,
‘organization, or agency in a position where it must continually be
;mtch1ng up with change. It is short range in its outlook. Pecause
nstitut/pna]/organizat1ona1 change tends to occur slowly, adaptat1on

~

»
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often lags behind. -In addition, it becomes increasingly difficult to keep
pace since many changes in’'society and,educatiof are occurring at an
acceldrated rate. . .o
With this approach new professional roles in-teacher education are
unlikely to be created. " Periodic retooling will result in slight, tempo-
rary modifications of existing rales to accommodate the demands of ‘the
present. It is probable that many educators will be.content to continue to t
. rely.on this short-range approach; doing so carries with it the 1imitations
noted. . . - : . ,

Extrapolation from Present Trends 'T ' s .
. ]

Another response to changing onditiqns, in sociéty and educatien.is to - .
* view them as challenging-indicators ofvneeds for the immediate future.
Current situations are studied and analyzed to find trends and to project ]
P future directions; the immdédiate future is extrapolated from present con- ‘
ditions. This perspective makes an assumption of continuity, that the
present 'will shape the immediate future.- PR .
With this approach, the creation of new professional roles for teacher
. educators will be viéwed as necessary, and modifications of existjng roles (/

.y 1ikely will be less -temporary, than in a periodic adaptation response. .Jhe ¢
naturg of these emerging roles will differ in relation to different ;nt r-
pretations of present circumstances. . . S oaa v ..

. ! ’
/T//////’Forecasting_of Alternative Futures - .

s Ve . -

A third perspective of changing cbndgtions is to view them as clues for °
predicting longsrange outcomes. It is futuristic in its orientation and.”
depends heavily on speculation, prediction, and probability. The uncer-
tainty associated with prediction leads-to the forecasting of alternative
futurgs rather than anly one. Predictions about the future draw heavily on

¢ analyses and interpretations by.social scientists. ) w“ o
- This approach'results in the projection of-a variety of new profes-
sional- roles for “educators and teacher educators. The.nature of these new
rdles is determined by the demands and needs of the future “which is
forecast. . L % ' i

Figure 1 summarizes the three approaches to the determination of what -

roles: for teacher educators are'needed in relatjen to changing conditiens

in society and education.
N ' O

LI .
"PROPOSALS FOR RESPONDING TO CHANGING CONDITIONS S
. ¥ - . -
The. preceding delineation of three perspectlives of changing <onditions
in society and education is in a sense an arbitrary mechanism used pri-
. marily for the purposesz\qnaiysis. In reality, proposals for responding
to these conditions tend to be more eclectic in nature,~and their scope
,encompasses. more than the topic-of what new -professional roles are needed
for teacher educators., In some casé€% the roles are addressed explicitly,
in others implicitly. The following are i]]ustratiyé of such proposals.

- .
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. Figure 1 °

)

EMERGING PROFESSfONAL ROLES FOR 'TEACHER EDUCATORS.
AND CHANGING CONDITIONS IN SOCIETY AND EDUCATION '

Approaches to the Determination of Roles

Chgracteristic

Periodic |
Adaptation

*  Extrapolation
from Present Trends:;

\

Eofecaéting‘bf
Alternative Futures

»

they present

they present

educators

<

of existing
roles to

‘accommodate

present demands

-

present roles to
accommodate the---
immediate futyre

as extrapolated
from present trends

i

" View of _ they present
changiég problTems and epportunities and, {opportunities amd
conditions circumstances - {indicators for clues to the distant
to be responded |the immediate future
to future .
‘ .
|, Response périodic .ard—__|assumes continuity |uses ‘p t
- temporary of trends and tonditions’as a basis
reactions extrapolates from _ |for predigtind
CoL ' them ~ }alternative futures
Positdon in usually ]ags attempts to keep attempts to be far
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'The Future: Implications for the Preparation
of .Educational Personnel .

-

Corrigan? argued that "the knowledge and technology explosion, the
explosion- of human interaction, and a new view of schools imply dramatic
changes not only in the education -and reeducation of today's teachers but
in the development of new kinds of educational ‘personnel not found_ in cur-
regt staffing patfepns.f/—ﬂf education_is to become more individualized and

" . personalized, new kinds of personnel with diverse talents will -be needed.

: New specializations will be required which focus on the teacher less \s a

- content speécialist and more as a specialist in the nature of,learning and
the use of 1eérnin9‘resouﬁtes. These specializations will be concentrated
in "teaching teams" which will work not only with children and youth but
with other teachers as well. Examples of ‘such teaching specialties
) include: research associate,. associate in teacher education, curpiculum

=~ associate, diagnostician in learning and teaching, visual literacy special-
ist, computer-assisted instruction specialist, systems analyst and
evaluator, simulatioh and gaming specialist, professional .negotidtor, and
1iajson specialist (Gommunity, ~inquiny, social agencies).

New approaches to teacher educatiom will be required which hring
preservice and inservice teachers“in the same training program together in
a team relationship. Training will become a by-product of a joint sedrch
for better ways to improve the learning environment. Education personnel
development must be reconceptualized asAtraining which takes place partly

. on campus .and partly in selected affiliated school districts or community

. agencies. ~The resulting cooperating units will serve as "personnel devel-
opment or teaching centers," and.serve the same function as hospitals serve
for medical schools. The author noted that "research and training will
emerge from the problems confr ted in improving the delivery of educa-

- tional services. Distinctions between faculty in.schools and colleges will
fade as résearch and training, and demonstrated” competency in these roles,
become the responsfbi]ity of all members of the education profession."

gl .

Educating a Prd}essibn

In its 1976 report, the AACTE Bicentennial Commission on Education “for
the Profession of Teaching3 examined teaching as a profession, discussed .
the governance of teacher education, addressed the design of career-long

: preparation for teachers, and—considereq quality contrel of preparation

programs. Recommendations were made for each topic. In its closing.
challenge, the Commission asserted that "tne American people face a crucial
choice concerning their schools. Either they reaffirm their faith in

- education through increased financial and psychological support, or they

will experience the end of public education.

2 Dean C. Corrigan. "The Future: Implications fop the‘Preﬁaratidn of
Educational Personnel." The Journal of Teacher Education 25 (1):
., 100-107; Summer 1974, EJTOT 717 .

3 Robert B. Howsam, Chairman, et al- “Educating a Prbfession. Report of
1 the Bicentennial Commission on Educatiow for the(ﬂrofession zf Teaching

of the American Association of Colleges for Teacfer Educatio
Washington, D.C.: AACTE, 1976. ED 117.053
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"In -order to earn this support, thé profession of education must
radically improve its beliefs and practices.- For complex reasons, the
professional culture,(the technical procedures and conceptual base) has <
continued to reta;y;%arge elements of conventional wisdom and craft
pract1ces. The. fdilure of the teaching profession to advance beyond this
stage is a major cause “in the inability -of the schools to meet the
educational challenges of modern times. Teachers have not been prepared to
deal effectively with the bewildering anomalies of American life. The
schoo]s themselves have not been designed to overcome these problems.

“Throughout this report the Commisd®jon has held~that contemporary :
educators must demonstrate a high degree of profess1ona1 skill and
understanding. Unfortunately, preservice, 1nserv1ce, and continuj ng -
education have been slow'to enhance the overall quality of presen
professional performance. . . . What the professmoﬁ needs js a tota]]y new
set of concepts regard1ng the nature of the emerging human service society;

* its educational demands, the kinds ofedelivery system¢ necessary to provide

public access to cantinuing educational opportun1ty, and the types of JV///

professional perspnnel and training required to reform public education in
‘America. What passed as adequate teacher e%uggtion in simple times simpl
does not suffice in the more comp]ex society. If our country's educational
system 1s%§o thrive--even survive--it must have a preparation and research
arm that is striving to create the future, not just accept it,"

A Futures Perspectiv&?bn Preparing Educators
for the Human Service Society

- . 2

Nash and Ducharme4 projected the role of-professional human service
educator as necessary to responding responsibly to changing conditions in
society and education. They argued that "educators, during\the Tast
quarter of the twentieth century, will have an extraordinary opportunity
for leadership in-a society experiencing dramatic convulsions as it shifts -

. from a long, seemingty predestined, period of highly industrialized

capital-intensive and resource-depleting growth, to one where people
everywhere will beiwstruggling to s1mp11fy life-styles, conserve energy, and
subsist at alarming inflationary economic levels, all the while trying to
preserve a modicum of self-determination and dignity. . . . Educators must
<broaden their range of vision beyond mere classroomgteaching competence 1n
+ order to he]p individuals and groups in a variety of extra-classroom
settings [find power and meaning in their personal and professional lives."
o The authors held that teacher education- programs must, enlarge their
missions, and diversify their training formats and delivery systems, in
order to produce what they call the professional human service educator.

- They maintained that no longer will any teacher, administrator, or

counseldr expect a lifetime of uninterrupted public school service in a
specific role. Their evolving definition of human serwvice educator was "a
helping professional and effective lteacher who uses appropriate knowl edge,
values, and skills, vis-a-vis a var1ety of face-to-face and group
interventions, in order to enable needful persons to realize their human,
4 Robert J. Nash and Eaﬁard R. Dugharme. "A Futures Perspective on
Preparing Educators for the Human Service Society: How To Restore a
Sense of Social Purposg to Teacher Education." Teachers College Record
77 (4): 441-72; Ma 76. EJ 150 747 .
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professional, and political potential so that they might grow 4n the
directions they choose--directions which in the-long run are mutually
benefic{al to the indiyidual and -the group, and 1ife-gggansing."

Education Personnel for Alternative Futures

After making a number of projections about the futufé, Burdin® = $\
concluded that “the exact roles of education personnel are not clear in
crystal balls. Hopefu1f}, the profession of teaching will be on stronger
research and theoretical underpinnings than ¥t is now. Nevertheless, -
certain predictions can be made about the kind of education personnel -~

~ required for effective functioning in the future to a greater extent than
now." The following kinds of roles 'for teachers in the future are .

, suggested: values clarifiers and developers, learning diagnosticians and -
prescription specialists, resource finders, interdisciplinary learning
specialists, community 1earning facilitators, human relations developers,
career and leisure counselors, profession builders and leaders, and users
of futuristic processes. ' ‘

-~

]

Obligation fox Reform ° .

-

< In the final report of the Higher Education Task Force on Improvément
) and Reform in American Education®, Denemark and Yff asserted that there
must be significant change in the education system so that it becomes more
responsive to the neegs of individuals, and that a critical aspect of this
chahge is the preparation and retraining of educators. As a vehi;%e for
#/ preparing and retraining educators they conceptualize the Personn
Development Center, defined simply as a ‘place where education personnel .
preparation.and retraining happens. Heavy emphasis is placed on coopera- =
tive approaches betweén Yschools and higher education to carry oyt
these functions. It is assumed that the need for modi fying present roles .
~0f teacher ‘educators and creating new roles will emerge from the inter-
action which takes place within cooperatively operated centers. ’
Two other proposals should be mentioned. They are commented on here
only briefly because they are described in greater detail in the chapters ‘
which follow. In Chapter II,/william H: Drummond discusses the changing
work of cellege-based teacher educators and then projects 16 emerging
professional roles for teacher educators. In Chapter III, W. Robert .
Houston discusses the emerging professional roles of school-based teacher
educators and the competencies needed for those roles.

5 Joel L. Burdin. "Toward Challenging Peaks: Education Personnel for-
Alternative Futures." 1977 ATE Yearbook. Washington, D.C.: Association
of Teacher Educators, 1977. Address presented during the Annual Meeting

of the Association of Teacher Educators, February 3, 1977. ED 141 31

6 George W. Denemark and Joost Yff. Obligation for Reform. Final Repor

= Of the Higher Education Task Force on Improvement and Reform in '
American Education. Washington, D.C.: American Association-of Colleges
for Teacher Education, 1974. ED 087 744 L e '
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" 'PERSONNEL FOR SCHOOL AND NONSCHOOL SETTINGS

Thes&/ propdsals. all reflect dissatisfaction with the state of ghe scene
in education personnel preparation. They indicate that preservice and
inservice education of scheo], personnel is not keeping pace with the’ de-

mands of changing conditions+in soc1ety and education. Implicitly, if not

explicjtly, they call for modificytions of existing professional roles in
teachef education and/or the ‘creation of. new ones. .

Fgr the most part, the discussion in this monograph focuses on the
prép ion of professional personnel forasotiety's schools, particularly
the public schools. Bui education occurs in other settings as well.s What
kirmds of professional educators are needed to prepare personnel who will
work in these settings? How can they be prepared most e fect1ve1y7‘ These.
are appropniate questions in.relation to personnel who :érk in al¢ernative
types of schools, state-and federal education agencies with expanding I
staffs, profess1ona] organizations and assogiations whose mission is to
st1mu]ate edlicational practice, and on school boards which formu]ate :
educational ‘policy at the 1ocal level. f
. - Bducation personnel also serve and increasingly are needed in other
settings which are ot directly related to the school system. The same
questions are appropriate with respect to education personnel who serve in
education divisions of business and industry, the press and media, com-
munity agencies and volunteer organizations, adult and continuing educ 'on
programgg’fﬁ?’m111tary, prisons, health-related services, and as educato
in ?the? grofess1ona1 colleges (such as medicine, dent1stry, law, or,nurs-
ing ‘

Fa

Scrutiny of the changing eond1t1ons in sdciety and education provides a

sound basis for beginning to determine what kinds of education personnel
are needeqignd the nature of preparation programs for. them.

-~
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Chang1ng conditions in society -and. educat1on are having a profound ')
impact on higher education's role in education personnel development., Some
schools, colleges, and departments of education (SCDEs) already have felt
;- the f1rst shockwaves of this impact and with urgency are retooling programs
' and retraining staff to keep'abreast of changing demands in teacher

education.

Other SCDEs are yet, td be jolted by the fa apt that school
persongel increasingly, ar

e, turhing to other agencies and institutions to
find opportunitiés for'stiif deve]opment.

The current situation in 7
colleges and un1vers1t1é§'15 exp]oned in depth by Will

am H. Drummond.
- L \
. ‘/ . . 7 . .
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’ - Chapter 11 . Qﬁ? , -

. -
"EMERGING RQLES,-OF ‘THE COLLEGE-BASED TEACHER EDUCATOR.

Willtam H. Drummond

The purpose of thi's chaptem is to discuss and forecast what the future
roles may be for persons intefested in education personnel deve]opment who
are affiliated with schoo]s,;co]]gges, or departments of e@ycation in
institutions of higher education. e - o T

The fact that a paper such as this one has been commingqnéd i§ a rec-
ognition that all is not well with colleges of education, that/major’
changes, whether planned or unplanned, are-occurring in ‘teather education,
and that*the roles people will play in teacher e ation-tomorrow may be_.

somewhat different from those of today {Clark, 19F¥). _In the previous ' .

. Chapter Karl Massanari, reviewing the changing conditions facing colleges

of education in the late seventies,- described the external pressures facing
these colleges. In this chapter it is my intention to: (a) give a brief
summary of the internal p ms facing administrative and teaching
faculties in colleges of ggtion today,” {(b) provide an analysis of how
the work of college-based t®acher educatars. seems to be changing, and ftc)
describe and discuss projected or emerging roles for college-based teather
educators emanating from the analysis presented. :

e

& ‘ ° «
INTERNAL P&OBLEMS‘IN COLLEGES OF EDUGATION :
" A recital of the challenges facing.public schools is not needed here. K
The reader should be reminded, however, that’issues such as the relation- -
ship between compulsory schooling and the educatio -needs of the people,
the appropriate.role of government (in education, and the sociocultural and
economic challengeg to be faced in the immediate years ahead will or should
have an impact on the internal operation of colleges ofseducation
(Schmieder, 1975). College faculties, like otherfgfﬁﬁ%;, face‘change -
reluctantly, often trying to avoid confgpontation with reality: At_times
their coping‘behavior\{gads'them to reducé@ their scope of. cotmunicationsg,
to avoid unfriendly critics, to "kill messengers bearing“ﬁag;neys," to.give
in to their isolationist and‘paranoid tendencies., But this isn't the whole
story; there are circumstances, organizational probl emgs=#nd norms-which
militate -against faculties facing up to needed reform: s "
1.- The work measurement unit used for funding college programs is
typically the student credit hour or full-time equivalent student (FTE).
The FTE usually is based upon classroom contact hours for on-campus
dnstruction. This practice assumes that formal. instruction in a college
~ classroom in a course format is-the way for students to learn and for
professors to teach. ‘Courses offered of f-campus through offices of field
service or extension commonly are taught as an overload, providing thes
faculty member with extra income. Although some states have adopted "con-
tinuing education units" (CEUs) as a basis for calculating of f-Campus
7 In this paper I will refer to schools, colleges, or departments of
education as "colleges of education" and personnel who work in these
institutional entities as "college-based teacher educators." «
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load or productivity, these, too, conceptualize: the professor's work as the
teaching of formal college-type courses. N .
2. The incentives and rewards provided to co/_ege personnel, usually
Z>in the form of promotion in rank or tenure in thejcollege; are typically
awarded using criteria which give preference to those who write and publish ,
(Tuckman and Hagemann,.1976). " Faculty committees that govern prometion and .
tenyre generally develop=a rating systém to gradesindividual faculty
ach¥vement, ‘a system which includes judgments gf teaching quality, service
S to the college, service to the community, and rgsearch and publication.
Fran my experience, the factor which provides i e greatest discrepancy i
between candidates is the writing and researchjcategory. Younget facu]t.)éh
members, already’ at the mercy of the economic system, are advised and soan,
learn to focus their time and attention’on wrjting and research. Both
“Writing and research require extended periodsjof- time away from course <
geaching. Thus the typical college or univengity incentive and ‘reward .
policies and procedures work against what mogt students, parents, and
legislators wang from professors--excellencejin teaching and extensivé
service to the state. . )
. v . J . -
3. Promotion and tenure policies are ugually university-wide (except
perhaps in colleges of medicine and law), {ferefore are suited to
traditional, on-campus faculty behavior. /

4. . Personnel involved in preservice~0' nservice activities in the
field have fewer on-campus contacts, serve/less effectively on faculty
commi ttees, and hence tend less often to neceive institutional recognition
or rewards. As teacher education programg become more field-based, the
on-campus political bower of_ _the faculty Bf the college of education is’
lessened. Thus the incentiv&s and rewar system discourages practitionen-
oriented, field-based instruction, as we}1 as off-campus service and’
research. T " 4

5. Off-campus service for non-courgg, non-credit producing activities
typically are not counted-as part of faculty load. Field-oriented
_professors generally try to develop off-campus constituencies with the
necessary resources who-can hire them to work as consultants for extra
"remuneration. Colleges usually establfish some 1imits on the amount of time /.
professors can serve clients of f-campys for extra remuneration. Typical -
college policy and economic reality epcourage the young faculty member.to-
write and*publish and t0 develop a priivate saleable set of skills for N
off-campus services to augment his of her income. The growth of private
consulting firms ingFEBpgnse to an expanded federal role in education in
the late 1960s reducéd the opportunjty for college-based teacher educators
to compete with private consultants/ for extra remuneration.

6. Program budgeting and projgct management--modern ways to allocate
resources and to carry out necessary and approved activities within an s
organization--typically have not peen established in colleges of education.,
Legislatures in most states are insisting that the top managgment of hiqu; -
.education in the states submit budgets based on modern management prin-
‘ciples; but internally to most university systems, programgBlanning,
budgeting, and evaluation are not required or expected of TOllege of
edycatiop deans. Thus the management processes and styles required of the
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‘larger state system are inconsistent with and unre]atea\to the work of the
various colleges and.departments.8 S A

7.. Because field service is done outside of or in addition to the ) )
' regular load of the faculty member, field service or of f-campus work often 5
is not included as part of the budget request to the board of trustees or '
the legislature. (The supervision.of student teachers or interns, however,
frequently is an exception.) 1In Florida, the publicly supported colleges
of education are allocated, through thew?tate university system, a certain .
number of gaculty "lines" (full-time equivalent faculty positions) to
provide services to teacher &ducation centers. In other states,
intermediate service agencies for staff-development are receiving funds
which they may use in acquiring services from colteges and univergities.in
‘their geographic régions. It would appear at this time that the trend is
for states to provide staff developmen} resources to the schools d rectlf
so that the schools may then select and obtain the services they want or .
need from whoméver they wish. Without continuing budget support for field,
service, colleges of education will have to gear up for what schools want
(as contrasted with what’ schools need) if they, the colleges, wish to be

involved in technical assistance. N \

8. Most colleges of education have meager travel funds, seriously -
limiting the amount of time and geographic space in which field service can
be ré‘ﬁgred. With .continuing personal contact being a critical
precondition for curriculum improvement and implementation, and with the
energy shortage driving up the cost of of f-campus travel, colleges of
education will have to develop new and,different ways for interacting with - -
schools if they are to’take on expanded field service roles.

9.~ Because services to,scﬁg;ls by college-based teacher educators are
financed by either (a) credit produc#ng activities in which the students,
participating in the program pay the bill or (b) individual contracté with
‘professors for grespecified services, seldom are contracts made betweer
coNQges of edugtion and public schools extending over several months or
years. Although the literature on organizational change would support the
establishment of extended relationships or contracts between schools and
external change agents, the norms and policies of both public school > /
organizations and colleges of education typically do not support such
Aarrangements. School organizations seem not to view colleges of education

. as change agents in any case. -

,;‘:

training inftheir-advanced degree prepgration to work on campus as a
lecturer, workshop leader, or researc worker. Although most advanced
degree programs in education require prior successful experience in public -
or private school education, few programs require field-based sfill- or -
~ knowledge as an integral part ‘of preparation. Traditional ?ziduate study <Z\

'd0. Professors in colleges of ejzgation typically have received
P

Ve
7/

8 This is not meant to 1mp1y'§95€ universities or school orgnizations are

: or should be closely-coupled systems. It does imply that what is being

talked about at higher organizational levels of management doesn't make
sense at lower levels. T -

* ~‘24 . ? ‘ K:g,
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continues despite the realization that most verified knowledge in education
at this time seems to be situation specific, that is, applicable only to
the circumstances obtained at some particular time and place. -~
11. It kas taken many years for the organized profession (the American -
Federation of Teachers and the National Education Association) to become
politically.active and sophisticated. Typically college of education
faculty members are politically inactive and unaware of political
realities--affiliating, with political parties or, movements only in a very
Timited way. ) . LT

12. University professors, including thosé in colleges of education,
value their independence and freedom from close supervision. Since col-
leges and departments are usually governed by their faculties, since fac-
ulty govérnance has protected faculty freedom and individuality, and since
the traditions of the university have supported and nurtured criticism and
dissent, it is very difficult to influence the faculty of a college to do
" anything in a unified way--except to defend its current position against
* attack or change. Faculty consensus is difficult to achieve except-with
respect to (a) very abstract principles for governing action and (b) steps
needed for the institution to survive and continue. Thus, it.is apparent
that colleges of education are inextricably bound to university organiza-
tional life, and this institutional form has been organized over time to
prevent change--to preserve a more cloistered, contemplative life style.

- 13. Unlike many other professional schools, the colleges of education
do not control the preservice preparation programs for teachers. Half or .
more of the baccalaureate degree program is ‘defined-by general education
committees or community college/university agreements. Typically ele-
mentary teachers spend a year gnd a half preparing to teach, while secon-
dary teachers spend less than a year in professional courses.

14, It is difficult for colleges and universities, as currently orga-
nized, to encourage studeqts to be engaged in real life work-study arrange-
ments. ~ Students out of hi'gh school are appropriately .seeking selfhood, .
independence, new life styles, satisfying personal/social relgionship$ as
welT as occupational competence and economic security. To t oung, the
1ife of the campus is captivating if not exciting. For olde udents,
preparing teach is serious business, but their time for w study is‘
1imited by family obligations and part-time unrelated empioyment. ] '

© 715, As has been said many times, college students on campus can learn
about pupils, about what ought to be taught, and about teaching, but they
can't learn how to teach without doing it and receiving feedback on their ) -
performance (Haberman, 1971)." Programs of high quality seem to require
high professional admission and retention standards, faculty members who
‘can work effectively with students on and off the campus, and gifted teach-
ers in schools who are willing to.work closely with college students learn-
ing to teach. ’
s e

One might summarize the internal problems found in colleges of

education--the homeground of college-based teacher educators--as follows:

v

~
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. tures, norms, and traditions oppose chapge.” In addition, the internal

" A number of'assumpt1ons can be &rawn‘from the foregoing analyses of the . . a

, - f

Although American. schools and co]l;ags are being forced to change as a o
result of legislative and congressidnal mandates, colleges of education
have difficulty in responding to new demands; their organizatioral struc-

mechanisms for managing the work to be done. at-the department and colliege: -

levels are, in most.cases, ineffective and ipefficient. Although some ~— '
leaders~in education may realize that change in teacher education is - - '
occurring, the managers of colleges of edycation (university presidentss
academic vig: presidents, and deans) have not created or installed (or been
able to ins®all) policies or procedures which pro¥ide incentives and ré- .,°
wards to individual faculty membérs to stimulate them to do field-based
research, carry out,%ong-term service activities, or create néy preservice

or inservice instruction programs, materials,. and ideas (Clark, 1977; e
Corwin, 1972; Denemark and Yff, 1974; Howsam et al., 1976). At the same

time, the problems of selecting and'preparing teachers appropriatel\ have

not been :facedi for example, funds and resotfces have not been allocated to” - o
ensure the' identification and engagement of only the best feachers in the. .
schools to work with student teachers and iq;erns.,> ' v

THE CHANGING WORK OF COLLEGE-BASED TEACHER EDUCATORS

4

extetnal and internal contexts from which the futurgfgf,gnlleges of educa- _,
tion will emerge; these should be helpful in-forecasting roles for campus-
based teacher educators: - 3 . -

- ' : . * :

1. Professional preparation programs”wﬁicﬁ are -wholly campus-based,

offered by campuys-bound professors, without the approval and support ¢f. o
personnel in the field (the organized profession andschool district r ’ .
leaders)-will not continue to receive necessary public funding for their .
programs. ) ’

2. Colleges of education in order %o survive will work to organize and o .

to furture political constituenciés. At presemt, the most logical and ¢
appropriate political constituencies are: (a) thg oryanized profession--
the state affiliates of the American Federation of Teachers and the
National Education Association; and, (b) lay citizens who are involved in
pubiic €ducation--parent-tedcher-student. organizations, school board
members, citizen advisory committees, parents (Burdin et al., 1975).

3. because colleges of eﬁucation,\&s-$nsti£utions, have the need and
the collective will to survive, campus-based teacher educators will change;

that is, they will direct more of their time and energies to (a) preservice

programs of prébaerion that are field oriented and collaboratively devel-
oped with school districts and the organized profession; (b) design and
development of materials for the inservice education of teathers, adminis-
trators, and other professional and education-related lay personnel; (c) )
the'training of nonschool education personnel, (d) provision .of technical: s
assistance to schoals; and (e) linkingeof ideas, people, and research ¢
endeavors to particular school needs and problems (Nash and Culbertson,

@l

1977). . ) ///}




4. Preservice teacher preparation will gradually move to the graduate
years. Because it is difficult to offer a field-oriented preservice pro-
@ gram without interfering with traditional undergraduate, on-campus®activ-
ities, and because theprofessional . requirements for teaching will have
¥ - 'become more stringent and more precise, initial certification will require
an extended preparation period in the field. : Undergraduate general educa- _
tion programs will require students to work & minimum-of six months in some
‘social service agency--participation as a school,volunteer will be a popu-
lar option. Undergraduate pre-education programs will include:required
work in the history of thé American school system, cultural anthropology,
applied anthropology, the politics of education, consumer economics, devel-
opment and learning, communications, and the skills required of persons
., entering the helping professions (Howsam et al., 1976).. .
. 5. College of education deans, departmental chairmen, and tenured !
faculty members will become more involved in partisan po]iticsf: More of
the time of faculties will be devoted to the educational needs of all the
. "> people (not just those.involved in compulsory.education), and these needs
: - will be interrelated with other human service needs. As a consequence,
college-based teacher educators will work on joint faculty research and
development teams with, for example, social service agencies, business,
other colleges (such as medicine, engineering, law), churches, and
volunteer organizations (qusam et al., 1976). | .

6, brganizationa] changes which require the least change in roles. or
s will be easiest to install, and vice versa (Fullan and Pomfret,

1977
7. Many state-supported colleges of education will be given regional
missions by their 'state legislatures. These missions will include: (a)
technical assistance to all schools and public service agencies in the~
- region, (b) systematic study of) educational needs, projects, and programs
within the region, (c) the linking of educational services to identified .

needs (Nash anq‘Cu1bertso?, 1977). -, : . -
. :

° v o> 8. Many states will establish regional teacher centers or professional .
development.service centers through which coileges of education will pro-
vide services chool/ personnel. These services may include: technical

_assistafice in instructional design, needs assessment, documentation, re-
search, evaluation; workshops and conferences on special topics; profes-
sional counseling; joint study groups and task forces. .

9. Some states will require that cb]ﬁegéﬁ of education co]laborate ,
with community colleges and post-secondary vocational schools in providing

educational services to lay citizens. . ?
- 10. More of insérvfce education, technical assistance, and fié]d
services will be school-site oriented, the school being viewed as_the unit '
*, + for change. Elementary schools will return to being neighborhood schools;

as such, they will become the Tocus of many. family services, Middle
schools will be smaller in size, with their students being bused to main-
tain a multicultural mix. High,schop]s will not be compulsory. Many ]
different types of magnet 'schools and :nonschool opportunities, including a

.
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variety of work-study’program opf{ons, wi]i be avatlable to hi&k school age

* students (Rubin, 1975).

. o -
11. Services to schools and school districts provided by college-based

- teacher educators, either directly or ‘through a regional teacher- center,

will je based on a school/district/college contract continuing -over a
three- to five-year time period. Short-term service or technical assis-
tance can be provided to schools by district staffs, state department of
education personnel, or private consultants; longer-term service or
assistance--for example, the time required to select,-install, and fully
implement a new curriculum option--can best be done through extended
contracts with consyltants not permanently associated with‘thé’}choo] or’
the district. ' . ~

12. The terms or agreements of extended service or téchnical assis-
tance contracts between colleges, districts, and schools will be carried
out by teams of college-based and school-based teacher educators. By
working in teams, moge talents are brought to bear on local problems,
greater continuity can be pursued, and more complex linkages can be en-
joyed. ' The organization of teams and the installation of Project manage-
ment processes will require improved communication.

13. Colleges of education and teacher centers will serve as research
and development and instructional materials resource centers, linked with
R & D and instructional resources in the state and the nation. College-
baSed teacher educators and their students will be expected to: (a)
contribute to the pool of validated materidls and methods, (b) keep up to

-date in an appropriate area of study or expertise, and (c) keep in touch

with their constituencies and/or clients regarding new developments either
at the school sites or in the national pool'of resources and materials
(Nash and Culbertson, 1977). . :
N 2
14. Preservice programs will be competency based and site specific.
Preservice S¥udents will be expected to work successfully with children =
from different socioeconomic backgrounds at more than orie'site (Medléy,

LY

15. « Preservice pragrams will include a number of assessments of the
prospective teacher's whbrk with students 2s it occurs. Assessment instru-
ments will be developed which are both reliable and acceptable to the orga-

- nized teaching profession. Persons representing- the college, the, school,
. and the profession,will oversee admission, assessment, and rete@tioq of ’

prospective teachers.

16. Elementary and middle school teachers will receive special train-
ing in working With parents, reporting pupil progress, home visitation,
community education, family services, and working with volunteers and
aides. vt . - -

- ¢

In reviewing the &ssumptions just listed, two adages come to my mind:
(a) “The more-things change, the more they stay the same"; and (b) "Things
change more in degree than they do in kind." It seems reasonable to
assume, if this reflection is appropriate, that as new roles emerge they

0
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Figure 2 ~ ’ . /
d COLLEGE-BASED TEACHER EDUCATOR
. ~ “WORK IN TRANSITION

<

‘e
Focusingla majority of time on on-campus ;
preservi teacher education

Focusing a majority of time on~off-campus
preservice and inservice education and
technical assistance-, bd

tonducting work primarily in a campus
office and classroom

Conducting work both on the campus and at
specific school sites

Serving as a knowledge-related expert--
- telling and directing

Serving as a knowledge déveloper, leader,
and linker--learning and sharing,

Owning (governing) the “turf” of the campus
where services are provided

Serving as a "stranger®; not owning the
"turf"” where services are provided °

Providing learning activities directed to
the understanding of a discipline or theory

Organizing learning activities directed to
’ an understanding of a situation, using theory
to understand practice ’

Working alone to carry out the responsi-
p1l1ties assigned (single actor model)

Horkin? on a team in relation to agreed-upon
goals {(group players model)

Providing short-term or one-time workshops
or courses

Providing continuing services gyer two to
five years by contcg

Providing services on a credit/hour
accounting basis

Providing services trom 3 program budget or
2 contract

Servin%éas an advocate for a discipline
or a field of stuay

Serving as {n advocate for a teacher, a
principal, or 3 school

Serving as an observer/viter

N Serving'ai ap-observer/helper/confronter

Providing suggestions relative to the
general professional situation’

Providing ideas applicable to the school
situation

Prov1d1hg instruction as the primary mode of
delivery of services

Helping design various means fo[ delivering
services oo,

Providing services at the convenience of
providers

Providing services at the convenience\of the
acquirers of services

12

Providing inservice opportunities for
individuals (teachers and principals)

Providinq inservice opportunities for tbg
whole faculty of the school

Providing services b‘ed on a statement of,
need *

Providing §€;v1ces after a joint study of the
situation and agreement on goals

Providing inservice activities on the
college campus after school

d
Providing inservice and service activities on
the 5chooL campus during regular hours

Viewing the individual teacher or principal
as the client of inservice education

Viewing the individual and the organization
in which he or she works as clients

Operating with calendars and .schedules which
are unrelated or conflict between the
college and the public school

Operating with coordinated calendars
and schedules

Using college facilities only for regular
classes scheduled on an hourly basis

Using some col]ege'facilities for 1Q§eﬁ;1ce
retreats, workshops, and conferences
scheduled on a dajly or- weekly basis

*Of fering preservice and inservice prog;zdk
which seem to ignore the role of paren
and the neighborhood in_ the education-of
children

Offering programs which enlist the partic-
ipation of parents and friends in the work
of tHe school

Offering preservice programs which are
general and theoretical on campus rather
than practical off campus -

Of fering preservice programs which are prac<
tical and theoretical both on and of f campus

Having intern supervisors selected by the
principal and approved by the college

3

Having intern supervisors selected by the
organizéd profession in cooperation with the
principal and the college
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will carry on the qualities of the old, preserving those elements which
have merit and which continue to serve :and provide satisfaction. = |

. A useful way to contrast the past of present with the future is to

- establish, through description, two "ideal types" as though they were two
N ends of a multifaceted continuum. The term “ideal type" is a concept, bor-
rowed from sociology, that suggests one may logically put all the descrip-

.tions of a hypothetical state,ﬂor\set of circumstances) together and treat
the conglomerate as though it were an idea--an "ideal- type." ‘With estab-

- Tishment. of two.ideal types as two end$~of a continuum, it can be hypothe-
sized that in reality, at any one moment in time, the situation can be ana-
lyzed in relation to some point on that continuum. Figure 2 presents a
"From-To" continuum using this convenient device for describing college-
based teacher educator work in transition. ,

‘.

®  EMERGING ROLES °

Assuming that the preceding ana]ys;; of the work of the céfﬁege-based
teacher educator is reésonab}y‘accurate? what emerging roles seem credible?
What roles will continue? ; ‘

- Fr his analysis of teacher education in transition, a number of sep-
arate rog¥es which logically could be played by -campus-based teacher éduca-
. tors in\the not too distant future can be identified. These, of course, .
may be combined, or in some {ases divided, so that what may be seen today
as segments, of roles might become full-fledged roles tomorrow. I have
assumed that most of the foles listed will be present eventually in major ~ .
colleges of education. I also have assumed that mostfof the small institu-
tions now preparing teachers will choose to limit their work to the prepa-\
ration of "pre-education" students, much as they now limit their medical
training to pre-med and allied health and paraprofessional education. "The
reader should note, however, that many of the roles projected are not new;
most professors of education who work effectively both off and on the cam-
. pus have played parts of most of these roles at one time or another. It
seems jmportant to me, however, that attention be paid to all of the roles.
The acceptance and assumption of these roles by people in existing colleges
of education will be diff}qy]t unless there is conscious effort to support

L]

people willing to try theém. , . ~ )

1. Instructor, jnstructional manager, diagnoser/prescriber

_ 2. Advisor, preservice student advocate, group facilitator
3. Committee member, project team member, policy maker'

4. Clinical .supervisor, performance feedback provider
5. Linker, referrer, resources retriever

6. Writer, editor, correspondent
7. Instructional designer, materials developer '

8. Curriculum designer, program developer

9. Demonstrator, modeler ..
“10. Data collector, situation describer, documenter, needs
. assessor, data analyzer, program-evaluator ]
11. Researcher, model builder’ .
. "12. Professional counselor : .
13. Organizational consultant, communications consultant
14. Stranger, outside observer, applied anthropologist

23
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15. Teache} advocate, principal advocate, friend at court
16. Team leader, project manager, contract administrator.

A1l of these roles require or are enhanced by qua11ties valued in
higher education today: inte1ligence, alertness; breadth of interest;
concern for humanity; abilityi'to’read, write, and speak with fluency;
gentleness; good humor; intellectual honesty, concern for excellence. Some

" of the roles being projected may seem more attractive to some members of a
. faculty than to others, perhaps because of differences in experience,
cogn1t1ve style, or persona11ty. It is hypothesized, however, that teams
will be formed to fulfill preservice and inservice program commitments as
well as college/school contracts. Persons with differing role preferences

" and skills will be on the same team, so that each person can make a unique
contribution to the work.. It is further hypothesized that not all of the
,roles necessarily ‘will be drawn only from what is now cpns1dered the
regu1ar college of education faculty. Some roles may'be played by arts and
sciences faculty, some by classroom teachers on "leave from the1r pub11c or
private school classrooms.

»

1. Instructor, Instructiona1 Managenl,Diagnoser/Prescriber

> " 'In the minds of ma people, this is what the typical co11ege<based
~  teacher educator role should be today. The role requires the ability to
S assess the needs of individual students; prescribe appropriate alternative ~

instructional experiences; read, digest, and synthesize materials; orgahize
‘concepts into some logical or psychological order; present.;the materials
effectiyély and efficiently; and assess learning outcome%6}e11ab1y. The
instructor should be able to manage the learning environnents for students,¢
including the use of instructional technology. ““,
It is assumed that the instructional manager in the future will have
many more “packaged” technological options avdilable. For example, much of
preservice teacher education should consist of concept and-professional
language deve1opment--he1p1ng the prospective teacher to use language
" accurately in order to go about the diagnosis -and description of learning
problems and needs with some precision. The beginning development of
protocol materials has proyided a glimpse into the futurd--having teacher
, education materiais, developed for prespecified cognitive-objectives,
available to the instructional manager and/or teacher education student
.when readiness for their timely’use is manifested.
# Assessing, record keeping, and fulfilling institutional commi tments to
students will be assigned to persons having this role.

rd

2. Adv1sor,‘Preservice Student Advocate, Group Fac11itator ‘

. Students preparing to teach will continue to need someone to 1dentify
-~ *  with for counseling and support. The role as described here calls for the
advisor to help the student get the most out of preservice experiences.
The advisor will become personally acquainted with the student and with
_his/her academic record, and help that student become pargt of a small
" learning community (10-15 others also learning about teaching). The-
advisor and the group should create and provide the psychological support
»system needed  for professional development and growth. The advisor serves
s the key 1ink between the student and the college of educat1on5 negoti-
ating and redefining commitments as required.

?’\\ * . .24

- 3 -
PAENI
.

-




',

- It has been my. experience that as teacher education programs have be-
come more individualized and more competency-based (wherein students are
required to display their skills openly in front of peers), most students.
have the need to identify with and belong.to a group which cares for them. a
Such groups should include students at varying points in the preservice
_Pprogram so that they can help one another move through the requirements of

-the program. The psychological climate and the processes used by the
advisor {facilitator) should support the purpose of the group--helping
students to become professional "teachers. ) : )

Il

3. Committee Member, Project Team Member, Policy Maker

\

The role of committee member is familiak to most college-based teacher
educators. On some campuses, much of the management and operational de-
cision making is carried forward by committees. Curriculum work in both .
schools and colleges typically is accomplished through committees. .The
future, as I see it, will call for more rather than less committee —~
activity--which. means, of course, ‘that committees and project teams will
have to become more efficient and effective. For this to occur, new or
different time schedules may need to be created, so that committee or team
meetings can be held withoyt operation conflicts. ’ '

In addition to the human relations skills required of competent com-
é{\ ' mittee members, college-based teacher educators will need to be -aware of

state -law, university and public .school regulations, contractual agree-
ments, and organizational norms and customs of the institutiohs involved in
programs, and be appreciative of differences and protocol. ’

The typical college-based teacher educator-may:  (a) serve on an =~ _

instructional or advisory committee (see previously described roles), (b)

- be a member of a Teacher Center Council representing the college, and (c)
be a member of a college/school contract team, all at the same time.
* Nogmally, in addition to®a primary role, the college-based teacher educator

will serve on two other ¢ommittees. Committee work necessarily will be .

considered part of the workload of a faculty member. ) . /
4. Clinical Supervigor, Performance Feedback Provide} \
Most colleges of education now have people assigned to the supervision C ~

of student teachers.and interns. In, some cases, such supervision is done
systematically and. clinically. .The competent clinical supervisor nego-
tiates with the client about whatwill be observed.(including when, where,
why, and how), and then systematically carries out a data collection procs ~
ess so that the client may receiv Eertinent‘and timely feedback aboyt his
or her performance. : . ‘
- In addition to carrying out the role of clinical 'supervisor, college-
based teacher .educators will work .closely with cooperating teachers in the
field. The Competencies associated with this role of cooperating teacher
eventually will be expected of all teachers who have continuing certi-
fication. More and more clinical supervision in inservice educatidn will
be done by peers, serving as'a means both for needs assessment and for
individual, professional staff development. "The collegebased teacher
educator playing this role is expected to model good clinical supervision .
and to induct new teachers into the acquisition of peer panel, staff

. improvement norms. . T
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The achievement of cantinuing, career-long staff dévelopment pro&iams
"will ‘require the establishment of agreed-upon processes ‘of clinical -
supervision among cqlleges of education, the organized profession, and
school'orgahizations. o : ’ .
. College~based. clinical supervisors will need to work closely with i
4 ) specialized professiona) organizations as well as the organized profession
in providing workshops for improving skills in clinical supervision and

L

performance feedback. E .o /

5. Linker, Referrer, Resources ‘Retriever
- _d

Recent disseminationsand diffusion literature’reveals that the linker
' role is a key one in the diffusion and adoption of new ideas or materials
into a school. The linker:should be able to help-a school with an
identified problem or concern by getting it in touch with petsons who have
expertise or resourzes pertinent to the school's problem and quickly.
available to the school. This person should be capable of helping the
school faculty define'ifs own problems; have extensive knowledge of huma
resources available within the region, both in colleges-and schools; and be
aware of ways to acquire human and material resources. Also, the linker
needs direct access to and the ability to use information retrieval éystems
which make available the findings from research and development 1iterature. -
- The linker. should maintain continuing contact with assigned area_
schools and with those sources of help and‘assistance available to t‘ésé
" schools; for example, the state. departmentlof education, the teacher
" education center, bther colleges and Universities. - As the title of the
role implies, linkers should be sensitive to both the changing needs of
sch?ols and the availability of ideas, materials, and expertise within the
region. ' X . -

As this role becomes clearer and more widely accepted, persons carrying
out the linker role will become mere and more valuable to the organizations
with’whith they 1ink. .As a consequence, thesé people will be upwardly
mobile, assuming greater managerial authority and responsibility. A reg-
ular inservice education program for identifying and training college-based
teacher educators to play the 1ihker role will be needed.* It may be that

P such training will become part of the induction of new faculty members in -
colleges of education. . - I

The "success of linkers 1ies in their ability to develop trust between -
themselves and the schools with which they Tink, LinkThg assignments,
therefore, should be made carefully and should persist over two- to five-
Jyear time periods. This role "should be part of any 1ong-term college/
school contract.- . ' N

6. MWriter, Editor, Correspondent :-' CoL *

. A1l college-based teacher educators will be_expected to write about-
their work and their professional concerns.' Some, however, will be §1Ven
the task to write for publication--news media, professional journals,
newsletters, institutional memoranda--describing/reporting on plans,
programs, and achievements with respect to college of education preservice,
inservice, and contractual agreements and commitments. Public knowledge of
activities is essential to continuing public support. As,a,conseQuence,
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people inside publicly supported organizations must be given the corres-
pondent'SQthE; Persons playing this role will need to maintain Tiaison

with the newsmedia and educational publishers, as wél1 as-Gther persons iny
the college who are working on projects or programs.

7. .Instructional Designer, Materials Developer )
Y [ - ’ -
¢ As instructional materials have become more effective--more pertinent,
more interesting, more self-instructing--and as more of inservice education

R is conducted by practicing teachers and administrators, then more instruc-

tional design and materials development work is/will be needed. The col-
lege campus is an ideal place for ‘nurturing the instructional designer .
role. : '

Recent research on 1nseFv1ce education indicates that classroom teach-

" ers prefer to receive inservice education from other teachers who are work-

ing regularly with students in classrooms. Teaching responsibilities and
Toads prevent classroom teachers from having the time to design,inservice
modules or instructional mat¥Fials for themselves, much less for others.
Persons playing the instructionhal' designer and materials developer rote
will help teachers and administrators design and pilot test materials and
structured experiences for themselves and their.organizations. Materials
and instructional designs which prove effective can then be shared through
linker networks. . . L

Persons playing this role should be knowledgeable of adult learning
psychology, Tinear and ngnlinear instructéogal systems, cognitive style
mapping, personality type indicators, instructional strategies, group
process skills, assessment of instructional objectives, and evaluation.
It also will be helpful jf the iAstructional designer is familiar with the
conditions and circumstances present in local school settings, so that
ideas and materials can be practical and immediately applicable.

Instructional designers and materials developers will work with com-
mercial publishers in piroducing new teaching materials such as textbooks,

-films, tapes, modules, and'simulation games,

8. Curriculum Designer, Program Developer

‘o

Because of the growing realization that curriculum implementation is
more a process of adaptation and creation at the school site, rather than
the adoption of programs or curricula developed away from the site,’more
attention will be placed on the development of program or curriculum de-
signs which are process oriented, giving options or choices at the building
Tevel. College-based teacher educators playing the curriculum designer
role, working with persons playing the linker role, along with teams of
people from schools or school districts, will help design curriculum pro- /
grams which meet local and state needs. ¢ -

Program developers also will need to work closely with data collectors

‘[sée Role 10). to be sure their planning is based on data found at the

school site. As neighborhood schools reappear at the elementary level and =
magnet -schools develop at the high-school level, new curriculum programs
will be needed. If these new programs are to be successful, teachers,
students, and parents will have to share in the ownership of these pro-
rams. Curriculum designers and developers will be specialists in help-
ing identify the various constituencies that have a stake in the local
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} ’ \' cuﬁricu]um design, helping the principal organize curriculum commi ttees,

| . making available the designs and programs which are operating elsewhere)

| o assisting the principal with planning, and helping school building leaders
| . get Eﬁe new programs underway. ’ S

é
3

. Demonstrator, Modeler . e S

A

‘Tke role of demonstrator is not new to the college campus.’ In earlier
imes, most colleges of education had laboratory or demonstration schools
wheriein student and inservice teachers could observe "master" or éffective

teachers in action. For years, textbook companies have had -field service
reg;afentatives who would demonstrate the use of their particular sets of
. books|or materials, both on campus and off. Thése demonstrators are still
popular«in building level inservice programs. ‘ ..
Although professors at colleges of education often do noténjoy -
.reputatiions as great teachers, fortunately for students and most colleges
s _ there usually are two or three profesiors who do "practice what they
preach."\ These professors often are #n great demand. They. enjoy excellent
reputations with teachers working in the field because they can demonstrate
* what they'are advocating by working with children ("1ive") in regular
classrooms. _ s o ) .
It ?s my contention that both chilgggn and adults learn as much through
observing and working with a good role model.as any other-way. This is
especially true in learning coriplex professional roles such as teaching.
Preservice and inservice programs should provide, to participants
enrolled in them, models of excellence in teaching--people who can achieve
| results with students, people who can provide alternative strategies for
| carrying out a professional role. Quality and richness in instruction

adjusting their tactics to the situation as it unfolds, and- creating new

d situations,~if necessary, to stimulate students to learn.

ot

|

- . 10. Data Collector, Situation Describer, Documenter, Needs Assessor,:
i Data Analyzer, Program Eva]uator» ‘ . , ’

‘ :

R : . !
. This role has been and is being played by a few college of education
professors_in working with ESEA Title I and Title IV-C (formerly Title IIT)
pro;ects. In such cases, professors have worked with school district and
‘project personnel, -using.both the data collected by the projects and data
the professors have collected themselves, and have evaluated the achieve-
~ments, strengths, and weaknesses of local programs. Such evaluations when
carefully done have been very helpful in improving the quality offiocal” |
programs, . \ 57 . i
If my predictions are correct, many more college-based teacher” ..
educators will serve in this role. As soon as every school in a state has
- a terminal on-line in a statewide electronic data processing .system, with
K local data being reported through the terminals rather than by written
| reports, Tocal school data will be available (in the public domain) to _
| college=based teacher educators. The immediate availability of these data,
| along with data collected first-hand, will provide a rich opportunity for
| analysis and program assessment. . . ' .
. As technical assistance and inservice edycation become more 1ong-term
} and situation specific, the data collector and apalyzer role will become
| " 28 .
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occur, when teachers can perform their craft with apparent ease and-finesse,
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. more important to institutional/organizational improvemént. Persons play-

-ing this: role will have to be .skildful in using non-obtrusive measures df
situational data, and’/be familiar with new documentation tgchniques as well
as the latest methods of program evaluation. The role requires compe-
.tence with management information systems, tests and gssessment systems,
computer applications for education, and other means for monitoring com-
plex educational~and management programs. The data collector should work .
closely with the'researcher so that their mutual interests are coordinated
whenever possible. : ‘ \ )

i

11. Researcher, Model Builder ¢ - e s

Most of the more reputable graduatescolleges of education have had a
few faculty members who have played the role of researcher and model build-
er. In the past two decades<funds supporting this role have come largely
from federal grants apd private foundations. More recently, it has become
increasingly difficult to find resources in either the public or private
sectors for research and development in e%gcation. ~ 7

Despite the current paucity of funds fior research, the role of the
researcher and model builder will be 1ncreb§jngly important in the future. -:
The person in this role is concerned with trying to understand.the fature
of earning, teaching, coping, and problem solving; of.relating what is
known about problematical situations-under study with other situations .or
models; of speculating about-and making sense out bf data which are avail« -
able; of hypothesizing about cause and effect relationships; of creating .
new models for explaining educattonal” phenomeha; of coriducting Tong-range
studies using a variety of research techniques. Research of sufficient
size and scope to understand the complexity of-teaching is in its infancy. -
The development of computer technology, however, ‘has provided:new
opportunities for research and model~fg:mu1atjon. -

Y
1

12. Professional Counselor e

‘_‘\é\ i,

The role envisioned here is one of providing personal and/or profes-
sional counseling services to teachers, principals, and othet professional -
education workers. A few professional counselors are now being provided to
teachers through union/association negotiated cqg}gacts in urban areas. It -
seems apparent that the problems associated with being a teacher or pninci-
wal will not diminish h the near future. Persans playing the profesgional
counselor’role should have: training in counseling, clinica) psychology, and
educational anthropology to be able to assisticlients 1in -relating:-posi-"

tively to students and their own professional life_space. o B

3

13. Organizational .Consultant, Communications Consultant .

There is a growing body of Titerature which supports the notion that
magy of the problems’ found in a school belong to the whole school.and its
sdpporting school system--that a particular problem cannot be resolved °
without changing many other subparts of the.larger system. This literature
views organizations as dynamic organisms, held togethex with norms, tradi-
tion, production’goals, and so forth, and tapable of.learning how to do
their work better or of changing their work as external conditions require

. q. ,
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. Although the research base supporting the establishment of this role is
tenyous, non-educational organizations use organizational and communi-
3 . cations consul tants extensively, with apparent success. T
As has been imptded elsewhere, as we know more about schooling, the
more we realize the importance of establishing good home/school relations,
the importance of_establishing a warm supportive climf&e for some and a
C challenging climate for others, the importance of promoting schools which
.+ + are internally consistent in thejr expectations, and other such. pri ties.(j\
’ Organizqqional consul tants, sk1T%ed at diagnosing grgani:ational problems ~
" and helping school leaders 1earnﬂhow‘to manage and improve with change,
o will be increasingly needed as colleges and schools enter into long-term
’ contracts (Schmuck and Miles, 1971).
. It goes without saying that with greater involvement of collegé-based
v " . teacher educators in-field settings, there will be a greater need for
organizational and communications consultants to help resolve college/
school problems of collaboration. New organizational forms will be
. required, new communications patterns realized.

14. Stranger, Outside Observer, Applied Anthrégg]qgjst

-. Perhaps all college personnel working in schools should consider play-
ing this role: the role of the stranger is important. Strangers view an
encounter with a school as a new adventure, without a situational history, -
without an experiential bias about what will work and what will not.
Strangers, even though not completely trusted, still can afk the simple and’
pertinment questions, the ones that ought to be asked. Str&ngers, by
definition, have not been subverted or enculturated by the local society;.
they can, as a result, observe and record data not easily perceived by
those who have been accepted and are "at home." Applied anthropologists
are trained to observe and note verbal and nonverbal signs and symbols
which give structure or meaning to social interactions. Perhaps more RN
important, they are trained to monitor their own inner thoughts and feel-
ings as théy undergo the encul turation process, as they begin feeling less
and less as strangers. - \

This writer believes that, as college-based teacher educators focus
more and more of their attention on practitioner involvemént in knowledge
. development or production, applied anthropological skill$ will become more
important. Persons given this role should be highly skilled and should be
left relatively free to consider the meaning of the social behavior taking
place--interactions between all of the individuals in the school and. those
‘participating from the college: Attention to, observations made by persons
given this role could lead to: (a) the study and exposure of the "hidgen"
curriculums in schools and colleges, -(b) the invéntion or development o
new cultural events (school rituals and ceremonies) which support the pur-
poses of the school, (c) the focusing of greater attention and study of the
roles of teachers,iprincipals, and outsiders on the 1ife of the school, and
(d) the improvemen% of inter-institutional collaboration in teacher educd-
tion among colleges, schools, and professional organizations. ~

15. /Teacher Advocatei¥Prfncipa1 Advocate, Friend at Court

Professiéna1 organizatiqns 'provide a political voice for teachers (and .
sometimes principals) in the discussions and decisions made at the school
. T e
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" themselves and their efforts positively and optimistically<-whe

board and state legislative levels of government. These organizations aiso
have Tegal services available to -assist teachers with Titigation which can

. occur as a result of unfair or inept personnel management. Thus far, with

their attention devoted to inter-organizational rivalry, fprofessional
organizations have not been able to serve as advocates for teachers or '
principals at the local school or community level.

In interviews with teachers about their situations, they report that -
they are working as hard as they can, but that they receivegfew intrinsic
rewards for their efforts. It 'is difficult to see student progress from
week to week, they report, because they are so busy:trying to manage their
classrooms, keeping students busy and quiet. Few, if any, people tell them
they are doing well; eve pisgnts seem not to appreciate theip efforts:
Although the professional \rganizations argue for reduced class size as
funds are being allocated at the legislative 1eve1,‘:é,;he local school
district level a compromise must always be struck between raises in salary
to offset inflation and reductions in class size. Gradually, therefore,
class sizé seems to continue to increase.

‘A similar but perhaps less understood set of circumstances exists for
the principal. With added respomsibilities for accountability, staff
evaluation, regular class placement for many handicapped students, and .
multicultural education, and with no real representation at the bargaining
table, the principal is in a-political "no man's land." As stated move to
decentralize decision making and management to the school site, the
principal will be even more vulnerable to public criticism. . _

Thus\it is that few people seem to know and appreciaté what teachers
and pringipals face each day. If these conditions are to be improved,
college-based teacher educators will need to assume the role of teacher
advocate, principal advocate, or friend at court. The best 1ngﬁrests of

-

w4

colleges of education are served when classroom teachers and principals see
they see
the college of education faculty interested and willing to work for
improved ‘educational effectiveness for all concerned. .

16. Team Leader, Project Manager, Contract Administrator
1 - ™

If college-based t&acliver éducators are to be able fo play the
aforementioned roles, the operational management of colleges must change.
As projected ‘earlier, most on-campus and off-campus activities will be
conducted by teams of professors and-affiliated students. -In preservice
programs, faculty-and students will have to be able to work effectively in
more than one school site. In inservice education and in providing )

. educational_services to schools, faculy and students will need to be able

to present a coordinated effort in carrying out contractual agreements. In
either case, someone on the faculty team will have “to be in ' charge and be ‘(
given the authordty and responsibility for getting .the work done. This
role is the Key to the college's future success: whether colleges can ¢
adjust to new learning opportunities "is dependent on t€am leadership or
project management. ° .l

The project team leader, to bé\éuccessful, wilHneed to~be aperson who
is a good manager--who knows what he or she is doing, clarifies the team's
oaiectives, communicates effectively, coordinates with others, uses.time
efficiently, and so forth.. The leader will need secretarial and clerical
support and easy means for communicating with the college's management

B | '3] . \}
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structure. In addition, time arrangements will have to be altered so that
teams working in the field on school/college contracts can spend the
necessary time together and with their school clients to: (a) study the-.
circumstances and problems existing at the school site, (b) develop trust
and legitimacy for working at the site, and (c) work through~possib1e
misunderstandings or interpersonal perceptions among members of the team,

- their students, and the clients. Similarly, teams working primarily in

preservice programs will have to schedule time'so that they and their
students can get to know one another, plan and schedule experiences on and ,
of f campus, plan and schedule assessments which demonstrate required and
elective competencigs, and,maintain and report progress regarding the

team's ' work §gﬁedu1e.*

Much has been written about team and project management. Obviously, -
college of education personnel serving as good team leaders will be in
demand both in universities and in industry. It would appear that it may
be to the advantage of colleges of education to work closely with industry
in team leader/team management training. Work as a college professor is no
longer as unique as it may seem. Scholarship wherever it occurs requires
private time ana space. Good teams whenever they occur adjust to and for
the individual talents and styles of their members. Work/accomplishient by
teams almost always comes from honest effort, self-discipline, and
interpersonal caring. The good team leader fosters all of these qualities
in the team and, in additfon, is able to tolerate ambiguity while
negotiating unamb1guous agreements with college or school district
administrators.

\ : . ..
! . CONCLUDING REMARKS .

The purpose of this chapter has been to describe the situation facing
college-based teacher educators in the late 1970s, and to project into the
future possible emerging roles. In examining the real world of colleges.of
education, one can become discouraged and anxious about the future--until:
one remembers that the "flip side" of.every—probtem is an opportunity.

For the first time in my 1ifetime we have a staple, educated s¢hool
staff. For the first time colleges of education Rave the time and
resources to try to improve profeSsional practice. For the first time it
may-be possible to obtain funds for the inservice education of college of
education faculty members so that they can assume new roles. with dignity.
For the first time colleges of education can become truty professional
schools, with college-based faculty working side by side with practitioners
in the fie]d to create and develop a higher level of professional scholar-

' sh1p and profes$ional- knowl edge. ngether there is hope. Together there

is sttength

—— . - y
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The major thesis of this monograph is that changing conditions in
society and education call for new professional roles in teacher education.
Already evident are major personnel changes in schools, resulting from
increased activity on the part of school districts to provide inservice
education for their professional personnel: new professional roles for
teacher educators already are beginning to emerge. MW. Robert Houston
examinés these developments in depth in the next chapter.
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‘\{ Chapter 111 .
EMERGING ROLES OF THE SCHOOL-BASED TEACHER \EDUCATOR
: W. Robert Houston ’ .
During the past few years, schools have begun to invest more heavily in
the-inservice education of their professional personnel, due in part to-
decreased turhover of personnel” and in part to greater resources for such
programs. Within this context, Chapter-III seeks to explore the roles of
those persons responsible for staff development. On the basis of past and
present.practices, nine thesé€s which suggest future directions for
improving the competence.of staff developers in schools will be proposed. -
A variety of generic names have been accorded persons involved with
professional education. In the late 1960s, the federally-funded TTT
program introduced teachers (T), trainers of teachers (TT), and trainers of

teacher trainers (TTT). A wide range of titles have been used in schools
and intermediate unifs, including:

.

Advisor . Process Consultant

Clinical Coordinator Professional Tutor

Continued Training Consultant - Program;Development Specialist
Couriselor Resource Teacher

Curriculum Consultant Staff Change Agent

Dean of Instruction Staff Coordinator .

" Department Chairperson , Staff Development Specialist’
Director of Management Academy Supervisor of Student Teachers

Dissemination Coordinator Teacher Tutor
Facilitator J Team Leader
Inservice Coordinator Trainer
. Instructional Supervisor Training Specialist
- Intern Consultant Visiting Tutor

Open School Trainer

In this chapter, those persons who are based in schools and who aré

. concerned with the development of education personnel will be referred to

as school-based teacher educators (SBYEs).9

N

" SCHOOL-BASED TEAGHER EDUCATOR \l '
—=___ v
0 has responsi-

The school-based teacher educator is a professional wh
bility for either preservice, inservice, or continuing teacher education
and whose primary\base of operations is in the elementary or the secondary
school. This definition, taken fromthe SBTE Project, is broad endugh to!
encompass the varied jdb descriptions of teacher educators located in

. 9 This title was instituted in a two-year project which explored roles,

i

competencies, preparation, and credentialing of teacher educators

- working within the school .itself. For -further information, see; L
W. R. Houston, J, M. Cooper, and A. R. Warner. School-Based Téacher .
Educator Project: Report of First-Year Activitids, 1975-1976, and

Report of Second-Year Activitie$, 1976-1977. Houston, Texas: University .

of Houston Coilege of Education, 1976 and '1977. ED 131, 043 ED 142 545 -

i .
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schools, yet 1t permits precise subc1assif1cat10ns based on specific roles.
“Teacher and "education personnel® are used interchangeably in this
chapter to refer not only .to those with direct instructional responsibil-
ity to children and youth (for example, classroom teachers) but-also to
counselors, administrators, and other professionals in education.

Each of the SBTE roles has a number of similar functions: The SBTE

{a) intéracts with other persons ‘about professionalsperformance; (b)

demonstrates a knowledge of professional practices; and (c¢) concurrently
- demonstrates, as a teacher, the behaviors he or she is training others to
perform. The part-time SBTE is a teacher of students and a teacher of
teachers, whereas the full-time SBTE is primarily associated with training
teachers“ (Houston et al., 1976, p. 2). Drawing on two dimensions, ~
1nservlce/preserv1ce and part- time/fu11 time, Figure 3 identifies fdur‘ .
types ‘0f SBTE roles (yJohnson et al., 1976, p. 12). .

The division between inservice and preservice teacher education v
diminishes yearly. SBTEs regularly are assigned to both, while schools and
colleges are making administrative arrangements for 1nter-1nst1tut10na1

' collaboration. Preservice programs‘draw more heavily onischools as sites
for training than ever before, and on part-time SBTEs for' the training.
Yet the real challenge is nct with inexperienced pre-professionals but with
those already teaching. .
Because inservice education of teachers is 1ntegra11y related to SBTE
* roles, it is difficult to separate the two. Several writers (for example, )
—Joyce, Howey, Yarger, and Edelfelt) have explored the theory, range of "
practices, and potential for inservice education; however, almost nothing"
has been written about the persons whd are responsib1e for staff devel
» ment. This chapter focuses on these professionals, considering their
- present practices and future potential. Inwone view, focusing on SBYEs is
a broader perspéctive than inservice education, for 1nserv1ce is but one of,
several strategies (such as personal counse11ng, ‘teaming) for improving
practice in schools. In an alternative view, the SBTE perspective is more
narrow,, for SBTEs are but one component in 1nserv1ce education. Whichever
perspective one chooses, the two are complex, shifting, interactive, and
interrelated withpeach other and with a broader array of movements..

-

.
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Principal
Staff Coordinator
Professional Tutor

Figure 3
) ROLES OF SCHOOL-BASED TEACHER EDUCATORS -

Part-Time Fu]]-Time

PRESERVICE Supervisind Teacher of Intern Consultant
B Student Teachers Clinical Consul tant

British Tutor University Supervisor
INSERVICE Team Leader Coordinator

Department Chairperson_ Consultant ‘

Resource Teacher .
Instructional SSupervisor
Curriculum Supervisor
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Context for SBTERoles. -

A . Do L&

Exploring the roles of SBTE and -cansidering merging -practices without
placing them in-perspective within their educational, social, and cultural
frames would distort rather than clarify. Emerging professional roles *
reflect changes occurring in schools, educational systems, and society. No
person is an island--no. teacher, no teacher of teachers. Each is affected
in varying degrees by worldwide educational trends and movements. More
directly, teachers aré inflaenc® by the organizations in which they work,
the' persons with whom they interact, and the programs and processes they
" advocate be included in the curriculym.

Systems theorists of the past decade have helped educators understand
the complex phenomena and interactions through models and form@lae that
'simplify educational programs and processes. They have demonstrated what
thoudhtfu] observers always knew: , that each institution {a classroom, .a
schootl, a school district, a state educational system) has certain distin-
guishing characteristics. These characteristics develop over time in
response to perceived mi'ssions, power alignfents both inside and outside
the system, responsiveness to supra-systems,~afid effectiveness of
opgration. :

& Since interdependence and system are crucial aspects of organized edu-
cation, it is necessary to Took at SBTE roles in context. Three e]ements
in systems directly influence the roles of SBTEs: missions or programs of
the system, orgdanization of the system, and persons-involved in the system.

Over the years, either by design or by default, schools have been
-assigned certain missions by society. The schools expanded the number of
students served by increasing the percent of eligible'school<age children
attending school, by extending the mandatory age for school attendance, by
more effectively serving students with special problems, by lengthening the
schod1 year, and by including adults in evening schools. The school's
curriculum has become packed with an increasing array of courses and
concepts, including values education, process-oriented science programs,
and drug edycation. Recently, counter movements have attempted to weed out
non-essentials {"Back to the Basics").

Similarly, the organization of the school continues to change as new
concepts are introduced. The open classroom, team teaching, individualized
instruction, learning resource centers, and extended-day programs are
Mlustrative of such trends. .The support staff for on-1iné teachers has
increased in many districts to include resource teachers, diagnosticians,
psychologists, and teacher aides. Parents and community agencies have
become more .involved in school affairs, making more complex the communi-
cation and decisioning processes. ‘

Modifications in school mission, programs, and organization occur with «
amazing rapidity in today's school. School personnel are caught up in the
complex and often bewildering array of apparently unending changes.

The roles of SBTEs are deeply affected by the specific goals of schools
in which they work, the people with whom they work, and the programs with
which they are concerned. Changes in any one of these areas influence the,
SBTE's role. And changes in SBTE roles influence, in turn, the other
segments of the school. While this chapter focuses specifically on SBTEs,
it must- be recognized that they are affected by and responsive to other
elements in the system. T -
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The first thesis of this chapter, then, 1s§n

" Sehool-based teacher educator roles can
be understood best when set in their societal ’ )
and educational contexts. 4 . o

Stability and Change : ' .

In science fiction, things are not always what they appear to be: a
beautiful lady is actually a mechanical robot, a fire is an illusion, and
creatures from far-off planets change form before your very eyes. What
appears real isn't, and what seems- to be faked is actually real. The
. parallel with educational innovations is all too striking. Many of the
“new" concepts and roles are only new name$ and titles for the same old
objectives, functions, and relationships. Ip examining emerging SBTE
roles, one must ferret out that which is new from that which remains the
same--not an easy task. '

In a series of propositions, Joyce (1976a, p. 35) cogently made the
case that schools and inservice programs are stability oriented.” Noting
that schools are designed to be self-pegpetuating, he stated that “The
present structure of the school is staH?iqzing in nature and screens out
rapid change, including changes which could be deleterious and those which
could be beneficial." Teaching, too, he pointed out, "is a normative,
bureaucratic activity, highly stable in its character, . . . and staff
development is stability oriented" (Joyce, 1976a, pp. 35-36). The result
is that schools across the country ‘are remarkably homogeneous; personnel
are prepared in a fashion that assures continuity and stability. «

The extension of this argument is that SBTEs are often stability
oriented. They are trained in the system and demonstrate through practice
the values of the system. They are selected because they can transmit the
school culture to other teachers and do hot create systems-related prob-
lems; they do not "rock the boat."- Revolutionaries are seldom appointed by
the bureaucracy to-train teachers. Thus, trainers of teachers are often.
the - most stable of professional groups.  While professing to ferment change
and impsove practice, they often diligently protect the status quo by
shapding ‘teacher behavior in the mold ‘of tradition. -

In our recent studies of changing SBTE roles, this has been the most '
consistent and general conclusion. ' Names of roles change, 3dministrators
and college professors describe roles in new and vibrant terms, but the
yndergirding practice of those hqlding the SBTE offices remains virtually
unal tered. . v

This past summer, I observed|a rally at noon in a Washington, D.C.,
park. The rally was sponsored by one of the most radical religious groups
in the country today, yet this w3s not evident that warm, sunny noon. The
Amerigdn flag was displayed everywhere, while a series of large canvas
bannérs carried phrases 1ike "God| Bless America," "United We Stand," and
“God and Country Forever." A freshly scrubbed band played John Philip~
Sousa marches while uniformed “Minute Men" handed out literature. Seven
‘young ladies wore bonnets'and long white dresse§ trimmed in blue, with high
necks and long sleeves.. Here was radical change using the traditional
symbols of_the Establishment to further its goals.

Across town from the squaye where I stood, bureaucrats were devising
new -names and new acronyms for the same old-ideas and programs. With new
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labels and.slogans, they promised the people innovation and change; ‘but
they delivered essentially the same substarce. Juxtaposing these ‘two
illustrations suggests that radical change often appears conservative,
while change in institutional practice is often more illusionary than real.

~ Emerging professional roles in school-based teacher education may have
some of the cast of science fiction: they appear to be changing in
response to societal and educational needs, yet in all too many cases they
simply reflect an attempt to mask the status quo with surface innovation.

The second thesis of this chapter, then, is: )

/ ‘7 -
~ EBmerging SBTE(roles that depary from
tradition are offen more illusiopbry than real.

ADMINISTRATIVE AUTHORITY AND PROFESSIONAL DEVELOPMENT

»

.

The SBTE is generally conceived as tending toward one of two different.
purposes in the school organization. In the first concept, the SBTE is
responsible primarily to the administration of the school district; while
in the second, the SBTE is primarily responsible to teachers and fellow
professionals. The two concepts lead to widely different processes,
responsibilities, and roles. - . - ,

Basic to each conception is the question of SBTE authority and influ-
ence. From.whop or what does the SBTE derive authority? And whom is the
SBTE a;temptinggto influence? * ’

In one view, the authority of the SBTE is derived through adminis-
trative channels. The SBTE 1.8 accountable to the administration, and acts
as its agent in working with teachers and other professionals. The basic
criterion of SBTE success in the administrative authority position is the
extent to which-teachers effectively deliver the school program.

" In a contrasting position, professional development, teachers are
assumed to be professionals, and as such are responsibte for their own
actions. With this change in the focus of responsi#ity, the roles of the
SBTE shift considerably. The SBTE becomes helper and resourc » and the
criterion of success is congruence of behavior with the expectations of the
teacher for the SBTE. While in the administrative authority position the
teacher s responsible to the SBTE, in the professional development view
both persons are professional colleagues on an equal basis, with joint
responsibility for effective instruction.

The profpssional dev?}oﬁﬁgﬁt position is somewhat 1ike those espoused
by Combs (1965), Rogers (1965), and Maslow (1968), who view the teacher'
primarily as a human being attempting self-actualization and as one whose
primary goal is to help students dévelop fully-functioning personalities. _
The SBTE who “"emphasizes the uniqueness of the child and the importance of.
his emotionality must do the Same for the teacher.. His education, too, has

* -to be a process of freeing his personality and helping to develop himself
on his own terms. . . . Helping teachérs or consul tants can . . .-help the
teacher reflect on himself, clarify his goals, and select the ways to
achieve thegm which best fit his personality. The role of the consultant,
however,. would not be to direct the teacher's inservice education but to .
help him_to clarify the alternatives and ways of reaching them" (Nicholson
and Joyce, 1976, pp. 59, 62). )

48

9.

4




N

0'Keefe (1974), reflecting the more poiiticai]y-orientga view*f the
National Education Assocjation, expressed the rationa]e for the profes-
sional development position.

The philosophy behind the teacher-centered inservice teacher
education, as defined by the NEA, is to serve the needs of teachers
so that the teacher can respond effective]y to the educational demands
of the students and society. To do this, the teachers ust have suf-
ficient control over their own training, developmént d professional
performance to make each school an optimum operation in its time and
place.

Katz and her colleagues developed the advisory approach to inservice
. education where the role of advisor reflects the professional development .
_position for SBTEs. They set forth four SBTE strateg~es which describe .
this opérational style: . .

« 1. Providing inservice assistance to teachers only when such
assistance has been requested by them

2. Providing assistange in terms of the requester s own goals,
objectives, and’ needs 2

3. Providing such assistance in situ rather than in courses,.

institutes, or seminars ) . L
4. Providing assistance in such a way as to increase the likelihood

that teachers become more self-helpful and independent rather than

helpless and dependent (Katz et al., 1974, p. 154).

The roles and responsnbiiities of SBTEs, then are dependent in part. ;
upon whether they are perceived primarily as agents of administrative

-authority or of professional development. It is in the relationship of«the

SBTE beth to school administration and to teachers that the nuanceg of role
and responsibility are determined. Whichever of the two positions predom-
inates' determines the central features of the interactions. In Figure 4, N
the central comparisons between the two postures are distinguisheds These .
are set forth as scales rather than as discrete measures since in practice
neither position is entirely assumed.
Several of the.scales defining the two positions inlﬁngure 4 have been
discussed previousl In the third scale, the SBTE, an agent of the
administration, prov1 83 resources "and service which may lead to more
effective instruction, the choices open to the SBTE are 1imited and the
method for delivering them direct. This position compares with ome in
which SBTEs perceive their roles as being supportive of the professional - ~
teacher and where any interaction is designed to foster greater vision,
knowledge, and skifls by the teacher. Thus, the SBTE works toward, greater
conceptual clarity as the objective of instruction. With the first stance,
SBTEs inform; with the second they persuade. .
The fifth scale in the model pertains to the allocation of rewar)ds. In
the administrative authority model, SBTEsS assume the dominant role in

.relationships. They control the rewards, or at least are perceived by

teachers as controlling them; SBTEs seek compliance by teachers for school
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Figure 4 k .
DISTINGUISHING CHARACTERISTICS OF ADMINISTRATIVE AUTHORITY ‘
AND PROFESSIONAL :DEVELOPMENT CONGEPTS OF SBTE r
o ’ . - .
: SCALES _ ADMINISTRATIVE PROFESSIONAL : =
v : ‘ AUTHORITY -DEVELOPMENT
1. Basis for estdb]ishing Responsibility for Responsibility for
SBTE roles instruction resides in | instrucgion: resides _
school district in individual
teagher ~
2.. Source of SBTE power | Authority of school | Credibility of SBTE
: administration - -l with teacher
3. Primary modus operandi | Direct and with Interéctivé to
limited choices - restructure _
‘ teacher's means/ends
conceptual frameWork ’
4. Relationship SBTE dominant - Collegial; mutual
. ‘ identification
5. Reward structure . . Teacher perceives . Interaependent
. SBTE as controlling . reward structure
. | rewards ' :
6. Conditions for Surveillance by SBTE Assistance by SBTE
re]gtionship,
7. Consequences - Compliance St Internalization
for teacher . . . . o -

-

) N a n

district-adopted policies and procedures,: In .the professional development
model, by contrast, SBTEs assume co]]egiai relatjonships with. fellow
professionals where rewards flow between thé'tﬁS{,
teachers' internalization of professional beéhavior that is congruent with
their own value systems. . TR

Thus the third thesis is: . S s W .

.

, The “roles and responsibilitics”of SBTEe. dehend '
4 on their perceived purposes by school admibistration. . . Y
and teachers as agents either of administhative authority DA
or of profegsional development. coe T e,
. .

4
, 9

Reality lies somewhere between the twu extremes. :ToJignore the importance -
of a teacher's responsibility as a professional is ‘irrational; but it is

equally foolish to assume that the only valid basis for inservice education:.

I is self-perception. Designed interaction betweén -these two basic positions
is vital to continued development of educational expertise. o
. ' 1

f ‘

and SBTEs seek to support
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; {;} EXTENSIVENESS AND INTERRELATIONS

It is difficult to determine even the aﬁp(k§imate number of SBTEs in
this country. Titles for the position vary from school district to school
district, and persons with the same title may have radically different
roles. Supervisors in one-district may be 1ihe officers with adminis-

- trative responsibilities; in another they may be in staff positions. Team
- leaders, consultants, assistant superintendents, and others with potential.
SBTE t1t1es may or may not have SBTE responsibilities.

Joyce and his associates, as part of an extensive study of inservice
education in the United States, estimated that. "there may be as many as a .
quarter of a million persons in the United States who engage as instructors
in some form of ISTE (inservice teacher education) activity--this is about
one instructor for every eight teachers" (Joyce et al., 1976b, p. 2).

.These estimates generally are supported by analysis' of the number of SBTEs
in selected  school districts.

The staffing patterns for a city school district--the Dallas (Texas)
Independent School District--and for a county school system--the Kanawha
County (West Virginia) School System--are described here. The professional
staff of the Dallas district numbers approximately 7,000. Assistant Super-
intendent Joe M. Pitts provided data on the approximate number of persons
with responsibility for staff development, inservice, and preservice edu- ~
cation in the district (see Figure 5).

~ ' Q}Q{;e 5 ,
SBTE ROLES IN DALLAS (TEXAS) SCHOOLS Y
TITLE NUMBER OF PERSONS FULL- OR
) IN ROLE PART-TIME
i | 1. Assistant Superintendent .5 Full
2. Deputy Associate 4 - Full
Superintendent
3. Director, Management 1 . Full \}
Academy } | : -
4. Director, Instruction 17 - Full
5. Assist Director;' 15 . ’ Full
Instructidn ) ]
6. . Facilitators/ Coordinators/ n Full
Gthers .
7. Resource Teachers 16 ; Full
°. 8. Deafs of Instruction 23 ‘ Full
- » i ? .
9. Building Resource Teachers 250 ' Full
.10. Building -Department Heads " 301 " Part
. 44
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“A total of 408 persons, over six percent of the professional staff,
were assigned fuli-time as SBTEs in Dallas, and 301 others had part-time
responsibilities. These figures do hot include persons who acted as in-
structors fox one or more inservice programs or as informal, non-assigned .
SBTEs. Note also the range of responsibilities included in the ‘Tist--from
Assistant Superintendent and Director of the Management Academy to Building
Resource Teachers.. ~ ) '

Pitts was asked several questions about these roles: Which are new or
recent? Why were they instituted? wWhat problems or promise led to their
being instituted? His response provides insight into the evolution of the
SBTE and the.perspective of school administrators directing such change °
* efforts. ‘

Most of the central office SBTE positions have existed for several
years. The Director of the Management Academy is recent (organized
three years ago), and came about as a result of the need to provide
relevant training programs for practicing g?d prospective leaders.
The traditional university training seemed acking in view of the,
myriad challenges found in a rapidly changing; highly technological
urban environment. The recent nation-wide emphasis on "getting back .
‘to theé basics" coupled with a concern about academic achievement
caused the District to significantly increase and upgrade central (//
office instructjonal roles. During the past three years the building
level positioné&of Dean of Instruction and Resource Teacher were
created in response to the effort ¢g improve student achievement in
‘the Basic Skills areas. Departmerft heads in some instances in the past
had only been perfunctory positions, sometimes self-appointed and v
~functioning during conference periods. The District now provides
released time for these positions and is. carefully selecting the
personnel. . o .

. . ¢
Edelfelt (1977a) suggested that such positions should be encouraged,
with respect not only to schools and universities but to other educational
institutions. “Some of these should be professionals to staff new insti-
tutions :1ike ‘teacher centers and training complexes. Others could be on
the order of what the British call  advisors.™ haps some new types need
to be created to meet American demands, such as inservice counselor® for

teachers and other personnel." n .

' One educational institution which is increasing [the sizé of its staff

is the intermediate school unit (county school dist icts, regional service

Centers, educational consortia, educational centers). The Kanawha County

(West Virginia) School System serves 2,500 professional educators. Mrs.

Kathryn Maddox 1isted SBTE roles in the Kanawha County School System, as

shown in Figure 6. :

Based on thése data and observations of school distric{ksuppont staff
- across the country, the fourth thesis is posed: .

The number of SBTEs is large and profably expanding .

The twelve roles listed in Figure 6 reflect three organizational
strands in Kanawha'County: Kanawha County School System (titles 1-7 ip
Figure '6), Multi-Institutional Teacher Education Center (titles 8-10), and
Regional Education Service Agency, Region III (titles 11 and 12). The

-
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* Figure 6 s
SBTE ROLES IN KANAWHA COUNTY SCHOOLS NEST VIRGINIA

TITLE ' NUMBER OF PERSONS " FULL- OR
o\ ) IN ROLE, -~ - PART-TIME
1. Inservice Coordinator ” 1 B Full
2. Deputy Supefintendent S 1 - éul] s
3. Assistant‘Superintendent 3 - Full ’
4, Specialists ' 20 , FeM
Mg, Tutorial Coordinator L h Part
6. Community Education Director 1 Full
7.- ITV Coordinator , 1 o Full
8. Director of Teacher ’ 1 . Full
Education Center’ (MITEC) .8 '
9. Coordinator of Teacher 1 Full
Education Center . o
10. School-Based Teacher 20 . Part
Education Coordinator : i\
11. Director of Regional 1 // Full
Educatigna] Service Agency
12. Coordinators . 4 Full)
’/ -
" x

interacti
as-f-not on ith each other, but with colleges and universities

p—ar€a, and with local ‘school systems--illustrates the complex
gtion of education institutions in this country. :

organ

on of these three agencies, with similar and ove%lappind;responsj- '

Because Dallas is a large district which can provide almost all its own .

services, Dallas schools expérience to a lesser extent the same over]appinq
responsibi]ities. However, it is possible that SBTEs from the Regional
Education Service Center, Dallas County Board of Education, Consortium D,
Dallas Teacher Center, and esight universities could be available to assist
a particular teacher. .

The fifth thesis is: _ ’ . . . -,
. SBTEs are aflewted"ﬁ%m array of local, rggional,

same population.
. .8 .

» 7
. 3
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and state agencies, all provzdzng swnlar -8emices st the VoL
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SBTE ACTIVITIES AND com\sucxgs \

The activities SBTEs engage in are varied, and often unique to thée
context in which they are held. Thus the competencies needed by persons
performing those activitids vary. Illustrative activities afml_competencies
are considered in this section. .- ’

. . \

Activities of ‘SBTEs - . B - \/ =

A
kS

-

SBTEs in a one-year project in Urbana (I11inois) School District #1160
engaged in the following activities: . : pus
1. Locating, identifying, *and preparing instrdctiona] matenials'
) to meet specific instructional needs ) <

2. Assisting teachers with formulating plans for more effective .
room arrangements for learning centers, and for interest
centers - .. ' . ¢

. - :
3. Discussing and. thinking through problems of managing classroom
. . , behavior, how to develop class rules, how to help specific
-\\3 individual children,

4. Providing moral support and being generally supportive; ‘sharing’
with teachers the setbacks and difficulfies they experienced
as teachers themselves )

»

5. Alerting teachers to available resources to help them with
instruction ° g -

6. Relating information about the good and successtul practices
of one teacher to another and vice versa -

. . e S

—

7. Giving informative feedback from their observations of the °
classroom activity - .

¢ e

8.! Demonstrating kor modeling) methods -and techniques of teachjng
v § 3 ‘ ) o ‘ o
ﬁﬁkQ. Helping teachefs to think throughfalternatixg methods and \\\-
. " . approaches to teaching specific skills and content (Katz et al.,
1974, pp. 154-55), B . .

£ 4 . .
Meyen and his assoc{ates devetuped an SBTE role, the cuericulum
“consultant, who translated educational coneepts for exceptional children
into practices for regular classroom instructors. Their definition>of that
role provides a summary of expected activities:. - » .

D + A curriculum consultant is . . . a person capable of: serving

N & as a leader in the development of curriculum for special education
programs; advising‘and aiding in decision making about curriculum for

the total educational program as it influences education for '
" exceptional children; providing leadership through inservice education;
advising administrators on curriculum needs; aiding teachers' use of

S " .54
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—+ . resources and research; assisting teachers with in tructional problems;
providing indirect service to children (Meyen et.al., 1971, p. 1). -

Mar11yn K. Odum, resource teacher in Fairfax County (Virginia) Pub11c
Schools, described her role as follows: N . '
The role of the resource teachers is emerging from that of

provjding remedial and diagnostic services, large group inservice
meetings, and crisis management to that of providing "action inservice"
in the classroom, whereby the resource teacher and classroom teacher
focus on action rather than ta)k, and provide for all students in a |
highly effective manner. The role of the.resource teacher becomes that .
of a facilitator of: . - .

e improved teaching strategies -

e improved organizational patterns ) |

¢ improved materials ufilization ’

e improved diagnostic, prescriptive, and evaluative procedures.

Workshops for students provide the structure for interaction
between resource and classroom teacher. The workshop format provides
a nonthreatening environment in which the resource-and classroom
teachers plan to implement new materials, improve students' skills, -
and increase productive and creative thinking skills. ’

After the classroom teacher selects a workshop topic, brief
planning sessions are held in which the resource teacher outlines the

. philosophy of the workshop, the broad organizational structure, and
alternatives for learning materials and activities. The classroom
teacher selects specific materials and activities 'perceived as
appropriate for the students, and assumes 50 percent of the
‘responsibility by choosing half the leadership tasks. By this
process, the classroom teacher takes ownership of the problem and
has a vested intergst in the success of the workshop.

The workshop §p§s1oﬁ§ last from two to ten days depend1ng on the
. content; interaction among teachers gnd students centers on success

?for each student. During each 50-Mmtnute session, student tracking
sheets provide a monjtoring and adJustment system for both teachers’
and students.

Following the workshop, the classroom and the resource teachers
confer to-evaluate the workshop and plan for continuation of the -

N\ , P
leagnings (Odum, 1977). , _ - o / -
2 -
Arlington (V1rg1n1a) Public Schools have extended inservice oppor-
tunities for teachers and the number of SBTEs through tffe Personnel oo
Resource List. Hundreds of people whose expertise might be needed are ' ’\
>3

listed under headings such as Art, Audiovisual and Te1ecommunicationsn
Classroom Management, Teaching Techniques, Bilingual Education, Aest
Education, Photograms, Art Appreciation, Calligraphy, Poetry Nr1t1ng, Silk,
Screen, Paper Sculpture, Stitchery, Visual Communication, and Nonverbal
Communication. The primary role of these SBTES is to provide inservice
programs and consultant services for teachers requesting their special-
ized assistancé. The roles are part-time, typically after school or on
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" Saturdays, with a small stipend paid by- the school district. The services
are not systematically delivered to teachers; the approach is “cafeteria
style” and the extensiveness of involvement depends on self-perceived
teacher needs. .

A1l the roles described so far relate to inservice teachers and are
basically facilitative and instructional in nature. The role of the )
director of a regional teacher center inyolves both preservice and inser- .
vice education as well as heavy administrative responsibilities. In this

-role, the director: ‘ : .
. ’ A .
Coordinates placement of a11 student teachers in the county,

conducts training for preservice teachers, all supervising teachers,
and facilitates codrdination of staff development within the four’.
counties of the Regional Education Service Agency. She also conducts
needs assessment.for new teachers within the four-county area and for
supervising teachers annually. Special programs are o;j}ned for new
teachers and supervising teachers in addition to the cBardination of

- administrators' and teachers' staff development for the: four counties
(Maddox, 1977, p. 7). ]

. e ,

DiTosto (1976), analyzing the responses’ of teacher education center
coordinators in Maryland, identified several roles that coordinators
perceived for themselves. '

’

The liaison person servds primarily as a 1ink between school
systems and the college/university. Persons holding this view stress
public relations and open communication; they attempt to tie theory and
practice together. They try to create a comunity-view both in the
school and in the co\ege; they represent the views of the school to
the college and those of the college to the school. Since visibility
is 2 key factor, they spend consid’raDIe time working with members of
both the school and college faculties.

The manager coordinates assignments and activities.in the teacher
. center. The person assuming this role plans ‘for center operation and
'sets up observations and.situations conducive to developing the
teaching styles of individua]lstudent teachers within paramters of the
program. . . ~

The teacher primarily bridges the gap between theory and practice.
The vehicle for this is the'biweekly seminar where discussions are -

centered on major-topics of a practical nature, in personal/
professional develdpment.

X ) Xy
The supervisor shapes teacher behavior for improving classroom -
instruction. This is considered & majo§ element in practicum exper-
ience; it is. the opportunity for the SBTE to observe and provide feed-
7" .back to student teachers through multiple short observations. Such
‘low-key visitations are seen as changing behavior as a result of \\\
incréased mutual respect, trust, and‘dedication'}o the task. '

- The program developer Builds the program by increasing the
skills of p@gsonnel,invo?ved in it. In thts role, the person

- -
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conducts systematic needs assessments of staff, then provides
workshops, courses, and experiences to meet identified needs. -
Cooperating teachers are involved in videotaping, conferences on '
skill development, professional experiences in teacher education,

and numerous other interaction activities beneficial to personal :

and professjonal development. :

If findings from a 1imfted study are generalizable to the larger
population, concepts of what SBTEs should do and what occurs in actual
practice are quite different. As part of our study of the school-based
teacher educator (Houston, Cboper, and Warner, 1976, 1977), 19 persons
whose full-time assignment was in an SBTE role were interyviewed. Their
titles differed and their school districts ranged in size from. small
suburban to large urban districts, but al¥ were responsible for staff
development., ) . . o .

The most astonishing conclusion from that study (Stell et al., 1976)
was that staff developers don't develop staff. While teachers were listed
by all as persons with whom they interacted, probes in the interviews found
that this meant planning and organizing inservice, not conducting it.
Individual teachers ‘were assisted primarily when a problem was identified
by administrators.. . .

, In most instances these SBTEs hesitated-to observe classes except those
of teachers new to the district. They worked with administrators and some
teachers, attended meetings, and developed materials; they were busy, but
their roles were reactive and passive. They had ‘been assigned-a wide range
of responsibilities, but neither they nor their administrators had'assessed
their responsibilities and perfonﬁgﬁte in comparison with their basic

. mission. For'the most part, their responsibilities Kept them out of the

classroom and away from the very persons they were supposed to heip. - .

The SBTEs controlled none of the rewards of the district.. They had to
prove themselves over and over again in situations where the teacher *either —
was defensive  (knowing the SBTE was there at the direc®ion of the princi-
pal) or had a difficult problem. In either case, the odds for success were
s1im; and when.success was achieved, the teachers perceivéd themselves as
responsible. Failure, of course, was a shared.result. In such situations,
SBTEs turned more and more to “safe® activities, and these were not
tea;her-re]ated. They shuffied paper, then complained of too many clerical (__
tasks. ' - .

. ¥

Competency Specifications

-

Several approaches to the identification of competencies have been
delineated. The study just described was part of a comprehensive series of
inputs to-develop a set of competencies for SBTEs as part of the.
School-Based Teacher Educator Project (Houston, Cooper, and Warner, 1976,

.1977). The phgcesses employed in specifying SBTE competencies in that .

project are 1iswed in chronological order to fllustrate one approach:

. 1. A review of research and theoretical constructs related to the
SBTE was completed. :

2. ‘Interviews were conducted with 19 persons in $taff deve]opment'
roles. - . “ '
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3. The theoretical concept of clinical practice was studied through
analysis of its application in four non-education fields.

4. An initial set of competency specifications QaS'derived from the
first three activities. '

. . . \ ' *
¥ A national panel of 27 distinguished educators analyzed the 1ist
and made comments on the validity of competencies.

6. A detailed analysis of the national. panel's reactions was made b&
the project staff, and a revised list drawn up.

7. A stgtewide task force of educators reviewed all work and réfiﬁed
the second draft of competency specifications.

8. The revised competency 1ist was mailed to 300 Texas educators, wha
~were to rate each statement in terms’ of its importande for both
preservice and inservice SBTEs.

>

9. Pérticipants at 4 statewide SBTE conference reviewed all these
stages of competency development, then worked in small groups- to
define the final specifications for a competent SBTE.

The resulting set of 20 competency specifféations assumed that an SBTE
would’'be able to perform, as-a teacher,.the specified competencies as well
as facilitate their performance by others.” SBTEs: . . -

- 1. Assist teachers to develop interpersdnal skills and effective .
communication with students, colleagies, and school constituencies
r B . , ‘
2. Assist teachers to gather and utilize relevant data about school,
classroom, and community environments .
4
3. Assist teachers to understand and wark effectively with different
socioeconomic/ethnic/cul tural groups ‘

4. Assist teachers to translate knowledge of current educational
" research and development into instructional practices 1

‘5. Assist teachers to develop a persohal'teaching sfyle consistent
with their own philosophy .

6. Assist teachers to develop their understanding of basic concepts
and theories of the subjects they teach :

7. Assist teachers to understand and use tethniques- and instruments '

© designed to diagnose students' academic and social deveTopment
needs ) ‘ R

8. Assist teachers to design, develap, and maintain environments that
facilitate learning ’ :

9. Assist teachers to develop instructional gaals and objectives

A ~ ’ ' .

- -5
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10. Assist teachers to develop and/or adapt 1nstructiona1 programs
and materials.
S . 3
11. Assist teachers to select and Utilize varfous strategies and
models of teaching, for example, concept deve]opmeht inductive
procedures, dondirective teaching

12. Assist teachers to design and implement personalized 1earn1ng )
plans: ' -

15. Assist teachers to develop effective 1eadersh1p skills

14, -Assist teachers to understand and use effect1ve techniques of
' classroom management

15. Assist teachens to evaluate instructional effectiveness by
collecting, a zing, and interpreting data on,teacher and student
behavior

. _

16. Ass1st teachers to develop, implement, and assess cont1nu1ng

individual professional growth p]ans |

17. Plan and conduct individual conferences with teachers

18, Recogn1ze -the 1stence of personal propiems that affect a
teacher's 1nstr6ctiona1 ffectiveness and initiate appropriate
referral process )

19. Demonstrate effect1ve planning, organization, and management

7 Skﬂ]S ~ /
/

4

20, Fac11E§ate research studies on teaching and learning. ,

v Meade (1971), in describing the optimal set of specifications for an
SBTE, emphasized the artistry phase of professidnal education. The SBTE, .
in his view: X

. « . must know learning and teaching. Beyond this, he must be
an' expert diagnostician, able to assist teachers to assess their
strengths and weaknesses. As a specialist in performance assessment,
he must have the capacity to assist teachers to/find the kind of ) \
teaching responsibilities for which they are best suited. For example,
in a situation in which a teacher achieves poor results the specialist
woild be able either to assist the teacher to overcome his pedagogical
‘deficiencies or to alter the teacher's assignments so that his talents .
were used more appropriately.

The training specialist would be a bit of a heretic, at least to '
the extent that he would actively seek ways to unfetter inservice . \
training from the traditions of the past. He would know, moreover, the

< expectations of -students and parents and the pulse of the community in
which he worked. And, above all, he would have the leadership to
inspire those with whom he worked to teach somewhere near their ‘optimal
capacity. . . . .
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-Such a training specialist would have access to all the resources
essential -to effective retraining and would have a position.of line
authority. His chief function would be ‘to insure an optimum “fit"
between person and task, and to instill a sense of high aspiration and
adequacy (Meade, 1971, pp. 221-22), ! -

a -

Huge (1977) postulated three charagteristics that principals exhibit
when they are effective SBTEs. First, ve personal knowledge of the
strengths of all staff members and they organize activities around those
strengths. Second, they:invest time ifi ass. ing teachers to set job
targets in relation to school goals and individual strengths. Third, they
recognize that change is a difficult process and that each person goes
through change at a different rate. ' )

While each researcher and developer appears to be seeking generic
competencies with the zeal of one searching for the Holy Grail, an analysis

* of the differences in the lists and the differences in roles previously

discussed makes it apparent that no such basic set of skills and knowl edge
exists for the SBTE. In reviewing SBTE activities and competencies, the
sixth thesis is evident: . o

" No single set of activities or competencies is
appropriate for all SBTEs; the sets are idiosyncratic
to each setting and pereon. c, «
Teachers ¢themselves are beceming more involved in teacher education as
SBTEs. For too many years teachers were involved primarily as réceivers of
inservice education.  Only those who opened their classrooms to student

"teachers and those describing their practices at inservice meetings could

be considered SBTEs. That situation is shifting, and the rate of change
will accelerate in the coming years. - -

Teacher organizations are demanding.a greater role in decisions
affe:ting the profession and its members. These demands are being
considered on the state level through professional practices commissions
and on the local level through greater teacher narticipation in the
decision-making process. Maddox described the situation in Kanawha County,
West Virginia: ' “Since 1970, “an inservice coordinating council has been
estabTished; however, in 1977 the composition of this council for the first
time will be composed of a majority of, classroom teachers. , Prior to this
time, there have always been classroom teachers on the couhcil but the
majority of the members were from the central office staff."

Effective participation does not just happen. “Tog often . . .
teachers are awad and silent at professional meetings at which power

* figures from universities and state governmént are present. Teachers need

opportunities in training to gain perspective, knowledge, and poise to deal
with professional problems and decisions ‘on a parity basis alongside their
colleagues in other branches of the profession {Edelfelt, 1977b, p. 46).
Such training in the decision-making process, where coupled with training
as teacher educators, leads to more effective practice. The seventh thesis
set forth-is: ’ ‘ .
- 1 ¢ ‘
There is an increasing emphasis on teasher involvement in '
decisions relative to staff development, ineluding work as SBTEs.

.
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Perceived Effectivenéss “of Teachers as SBTEs
In récent years, several .writers have advocated teachers as the most
effective SBTEs. Rubin (1969, p. 9)4noted that a "practicing teacher is
the best possible trainer of teachers." Dillon (1976) explained the
rationale: “Teachers feel that practicality.and credibility are more
easily assured if a fellow practitioner conducts the staff development
activity." Edelfelt (1977c) described how such an SBTE teacher works with
a colleague. One high school has “teacher advisors"--people who have
distinguished themselves as teachers and who.have demonstrated superior
talents in working with other teachers on teaching problems and inservice
education. Because they are colleagues, and other teachers .feel
comfortable in discussing their problems with them, téacher advisors are
N " effective SBTEs.
‘ én 1974, Lawrence reviewed 97 studies of inservice education in ’
monogdraph prepared for the Florida Department of Education. One of is »
conclusions is of interest here:

School-based programs in which teachers participate as helpers to
each other and planners of inservice activities tend to have greater
success in accomplishing their objectives than do programs which are
conducted by college or other outSide personnel without the assistance
of teachers (Lawrence, 1974). ) . afﬁﬁ; '

2 During 1975, Joyce and hisfassociates Tnterviewed over 1,000 educators
from across the country concerning inservice edutation. Responses to the
question, "Who should-be trainers?” led to these conc]usions X

Over 20 percent preferred university personne], about 20 o
. percent preferred teachers; about 15 percent preferred consultants;
and about 2 percent suggested’LEA personnel including' administrators
and curriculum supervisors. . . ., Teachers, spearheaded by their § [
representatives, tended to mention themse]ves first, as reasonable
‘ candidatés. . . . In no category of persons interviewed were Tocal
education agency administrators strongly considered as appropriate -
trainers of teachers. LEA administrators have the problem of repre- )

L senting the)same-estab]ishment which evaluates: teachers (Joyce et al.,

1976¢,.p. .3 '

Drawn from the conceptions and studies of inservice education, the
eighth thesis is stated:

Teachers have credibility with, their peers as SBTEs;
they translate theories and-cgncept8 more specifically

'Lnto elassroom practwe. .

, NEEDED REVITALIZATION IN SBTES T
& .

"The education, of teacher educatorsbls largely ignored in the.
professional literature," stated the Bidentennial Commission on Education
for the Profession of Teaching following a year-long study (Howsam, 1976,

. 108). From our brief survey of. schools, it. appears that it is also
ignored in practice as. well as_theory. . \
54 : ¢
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Some progress in formal preparation SBTEs is being made. Dr.

. Joseph Liggins, Assistant Superintendent for~Staff Development of the -
Houston Independent School District, requires aTh\SBTEs to participate in a
month-long training session. Some of the areas included in their program
are teaching adults, handling conflict, group process Skills, communication
- skills training, and a review of teacher training modules\_Maddox fore-
cast more extensive human relations training for all personnel involved in
staff development. Howey (1976, p. 23) recommended SBTEs be tRained in
organizational development, process consu)ting, and intervention,

ularly in schools where there is considerable role and program

- restructuring. CN b , ‘

Such formal preparation for SBTEs is needed not only because of the
function they perform, but because of the persons selected,as SBTEs. In
the interaction of personnel and organization within an evolving social
milieu, roles and responsibilities change and shift. Because the SBTE is
so often the person who is respdnsive to the organization's needs and who
rapidly learns to adapt to those needs, he or she is most vulnerable in a
constantly-changing school process. The position ‘of the SBTE in this
regard is reflected in a social science principle enunciated by Bennis.

Organizations require men to learn certain skills and techniques.

These are reinforced through the variegated “socializatian" grocedures

the organization uses to gain compliance. The good student Tearns his

lesson well; the best student overlearns his lesson so well that hi’s
responses become rote (developing what Veblen called “trained
incapacity"). The circumstances change, more and more rapidly, and
our good. students of yesterday become the misfits of tomorrow--the
tragedy being that their punishment is caused by their folly of
attempting to superimpose.their hard-earned knowledge on an essentially

_new set of conditions (Bemnis, 1961, p. 563). ’ |

: { o

A practical response to the SBTE in flux is to foster a changing cadre
of SBTEs. This policy was implemented by an I11inois superintendent of
schools who assigned supervisors for two-year periods. His rationale was
that in<the first two years the supervisors infused new blood into the
system, implemented creative ideas, and reflected enthusiasm for teachers
and their roles. After a two-year perjod, the supervisors tended to
'stabilize their practices and to be more copcerned with maintaining the
status quo than vith implementing new programs.

Other districts require.their staff development faculty to remain
current by teaching.: SBTEs in Arlington (Virginia) Public Schools must be
in a classroom at least 13 days each year. Dallas has implemented a policy
‘which mandates time in the field weekly and full-time return to teaching on
a regular basis. Pitts.described this process.for maintaining relevancy
and reality in Dallas with these words: “No more office lizards behind big
desks with all the trappings--charging out to the school and saying, 'How
are things going? If I can be of assistance, call me'y ang‘;:urrying back

the security of the office." Frey (1976, p. 54) pointedwout that a
ajor benefit of being an SBTE is the impact on the individual after
eturning to teaching. 'SBTEs are forced to reflect on practice when
orking with teachers and such analysis leads to greater awareness o

eacher performance criteria and outcomes. ) :

-
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These illustrations reflect a trend wHich we state as our ninth
thesis: .

SBTEs maintain their compétence through regular
contact with schools and teaching, and’with periodic
full-time experience as a teacher. .

Al L4

Some Limitations

As the trend toward greater involvement of SBTEs in the education of
education professionals continues to accelerate, several caveats and
Timitations should be considered. First, the training of teachers is a
vital undertaking and should be a major priority of the institution(s)
assuming that responsibilityl Schools have yet to view this as a major
responsibility of theirs--the budget in staff development is small and
often dependent upon outside funding through grants and projects. - Schools
have turned to colleges and intermediate school units for these services.
Why? :

The primary mission of.schools is to educate children and youth; of
secondary importance is the education of teachers, that might have -impact
on the primary mission; of tertiary importance is the education and im-
provement of expertise and services of trainers of teachers (SBTEs).

In my ‘recent discussions with staff developers from across the country,
all perceived that their school districts were placing greater emphasis on
SBTEs and their training, and could quote quantitative data to support
their claims 22umbgrs of SBTEs, funds expended). Yet none of the super-
intendents interviewed drew the same conclusion about their districts when
asked to consider major goals, activities, and accomplishments.

& A second limitation is bound up in the persons selected as SBTEs. The
trend toward inbreeding becomes a problem when the primary input to school
districts comes from within the district. Schools tend:to select their
SBTEs from outstanding teachers practicing in the district, and rightly so.
They have demonstrated their ability to teach effectiyely, they know dis-
trict policies and community resources; thus, they should be in an -advan-
tageous position to help others. But this practice promotes stability and
discourages new ideas in the system. . .

" A third limitation is-related to balance. Professional education is a
blend of theoretical cofgz
k

the other produces a wegk program. While colleges have been accused of

emphasizing theory to.tﬁa~exc1usion of prﬁﬁtice, school-based programs too .

often emphasize only .practical ideas, tricks, and activities that can be .
implemented simply, immediately, and with 1ittle effort.. since SBTEs are
chosen typically from competent practiging teachers and.are working with
teachers who often press for easily implemented classroom ideas, SBTE
inservice education programs tend to stress practical applications. Such
practices may be adequate for a.few years as SBTEs work with teachers who
can integrate such practical ideas into a broader’conceptual frame, but in
the long run such a consistent practice would be devastating to the '

profession.

A fourth limitation is closely related to the third. When the primary

" training of teachers focuses on school district problems, the“recommended

practices tend to become local and parochial. . 5

F ’
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A fifth problem grows from the eXpanding cadre of SBTEs practicing the
role. The “everyone can do it" trend will Tead\to poor practices and.lack
of confidence in the system. . . o

Sixth, despite the extensive literature of indervice education and the
people involved in staff deveYopment, amazingly 1ittle research has been
conducted. Those studies which have focused on supervision or student
teaching and cooperating teachers have tended to be short-term doctoral
dissertations, limited in scope and unrelated to improvement of teacher
practice or student outcomes. “

Potential for the Future o ' . R

Despite the potential limitations.inherent in the SBTE, this. .
increasingly important responsibility in teacher education promises to
improve educatjonal practice. The SBTE is not a singular job description,
but multiple and tailored to individual school needs. Increasingly it may
be directed toward working in individual schools rather than school
districts, and the part-time SBTE/part-time teacher concept will become
more prevalent. g .

For maximum impact, SBTES must recognize their oOwr limitations and be °
Willing to draw on other resources for support. The in-depth, specialized °
expertise found in colleges and universities could be one, such viable
source. Such a concept of inter-institutional teaming needs to be . .
explored, studied, and practiced. Perhaps the teacher center can provide *~
the governance structure for such cooperations - . - : -

Finally, the preparation of $BTEs and their own continuifg inservice
education is important to their success. Their key role as stimulators of
teachers would be 1imited were they not themselves excited about learning -
and willing to communicate that to their colleagues. Thus, ‘the education ,
of SBTEs is critidal and central to the success of teacher inservice
“ education programs. * ' ‘ ‘ ‘

As schools assume greater responsibility_for the continuing and
. inservice education of their staffs, the school-based teacher educator
' gajAs in stature, responsibility, and significance. It behooves all who
are concernéd with improving—education to nurture the concept and the
people in those roles. For so goes the improvement of education for:
children and youth. o : E \ }
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) Chapter IV~ = - (C :
» " DECISION MAKING ABOUT NEW PROFESSIONAL ROLES
/ IN TEACHER EDUCATION

Karl Massanqpi

The foregoing discussion has delineated The contextual conditions that
wikl:come into play in the determination.of what new and modified roles in
teacher education are needed, and has explored the resp%ctive situations N
within higher education institutions and s¢chools. Decisions about the
creation of new roles and supporting preparation programs will be influ-
‘enced in part by how decision makers view the changing conditions in
society and education, but also Jn terms of other priorities. Political
advantage and vested interests may outweigh commitment to improving the
quality of education for children in the decision-making process.
Before we project the implications of the preceding chapters, it is
useful to examine briefly the characteristics of the arena within which "
education personnel development takes place, and to call attention to a
number of underlying issues and qu s:;ggg\l:ie]y to surface as decisions
are made regarding new and modifie es teacher education. The com- 5,
plex arena of*teacher education includes a variety of actors who perform
many functions; the position decisjon makers take on ‘the issues will deter-
mine gventually what new roles{3W teacher, education will be created and
supported. i ,i

* ‘w > \/
THE ARENA OF EDUCATION PERSONNEL DEVELOPMENT

qpe arena within which education personnel development takes place is
complex, multifaceted, and without unified leadership. -It is difficult to -
.portray as a complete, integrated whole-because in reality that is not what
it . One approach to a clearer understanding of this arena is to de-
scribe its characteristics in relation to: (a) the institutions, orga-
nizations, and agencies with a stake in ediucation personnel development;
(b) who the actors &re; and (c) the functions the actors perform. *
The institutions, organizations, agencies, and groups involved in some
way in education personnel development include: ’ ’ ’
Higher education institutions (public and private; junior colleges,
colleges, and universities . . .
Schools (public and private; K-12)
School districts.and school boards T
Professional organizations and ‘associations \*‘\\\‘
Teacher, professional development, and regional service centers >
,Local, state, and federal government agencies .
“ Student groups and organizations. ' - .
Consumer prganizations and groups . s <
Accrediting agencies. '

The actéis in this arena--persons who perform.functions in education
personnel development--represent, differing needs, motivations, and responw
sibilities. .

o 67
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Congumers of education pergomnel development programs

e Students in preservice preparation programs
e Professionals who participate in inservice staff development
programs . @ "7
‘ -
Profeaawnala who provtde tnstr'uctwn, supervigion, counseling, and
consultation in pre- and inservice education programe

-

Y

e Higher education faculty members, adminittrators apd support
staffs
o Elementary and secondary school faculty members, administrators,
. and support staffs.

o Staff members of teacher, professionai deve]opment and regional °

service centers :

o Staff members of state departments of education §§
Professionals and othera who initiate and momitor new programs,
stimulate the improvement of educational _practice, and work taward
expanding the supporting knowledge base ' :

o Staffs of federal agencies and state departments of education
¢/ ‘o Members and staffs of professionagﬁorganizations and associations.
o Staffs of teacher, professional development, and regiona] Service -

centers .
o Higher education and school faculty members, administrators and
support staffs. E QA . &~ -

< o Educational researchers n
Professignals and dthers who monitod qualtty control of programs and
certify school personnel

» Staffs and evaluators of accredi ing agencies
o Staffs of State and other certif cation agencies

Personnel in government agencwa which Zegzalate educationgl policy,
approve proaram support, and interpret Zaw relevant to edtginon
Members of local school boards . o
Members ofNgtate Tegislatures and their support staffs
Persortnel inf stage departments of education

Members oF Congress and their support,staffs

Personnel in federal agencies ﬂé{

Judges and members of courts

o

Consumera of the graduates of educatwn peraonnel development
programs

o The public/taxpayers

® Parents of pupils o, ﬂg

o Members. of school boards. ol

>

-

The fypctions performed by these persons cover a wide range of duties
and neSponsibilities. In some instances these dutfes are cieariy gssigned
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and defined, in others they are not. As a result, duplication and con-
fusion of efforts often occur. I]]ugtrative of these functions are:

Functions related to teacher education programs

o Designing and conducting preservice preparation programs

e Designing and coriducting inservice education/staff development
programs

o Developing curricula and instructional materials

e Establishing, supporting, and\monitoring programs designed to
meet special societal needs ‘

o Evaluating program effectiveness

Wre ted to the improvement of programs and educational
practices '

o Designing and engaging in educational research and in other
activities intended to expand the supporting knowl edge base - .
o Stimulating improvements in educational practice through publication
- programs, leadership training, and information dissemination )
¢ Nurturing the health and growth of the education profession - .

Policy making and administrtive fwz_'czions

¢ Formulating policies at the local, state, and federal levels .

o Interpreting laws and adjudicating disputes related to educational
practice ' .

® Allocating resources to support programs mm! -

o Communicating with and influencing degision ers

[ 4

Regulatoﬁ& and quality control funetions

¢ Establishing and enforcing regulations affecting programs and
personnel

e Maintaining quality control over programs . ¢

o Certifying graduates of training programs

:Congumer functions ' .

P

° Eva]uaiing, employing, and monitoring the performance of graduates
of education personnel development programs. . . :

—

Other characteristics of the teacher education arena should be
mentioned: :

¢ A complex set of dynamics is often at work when individual actors
.or the groups they represent interact with each other during the
process of making decisions. Political and vested interests tend to
be predominant over other consideratjons. ' "Who is in charge" «often
gets in the way of “how we can improve what we're doing."

e The absence of unified leadership means that edugation personnel
- development lacks an overarching conceptual framework' and
coordinated direction. -

!
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¢  Education personnel have not yet decided\§ﬁét they want: to be or
become a full-blown pcofession to remain as they essentially are
now, a semi-profession; or to join the ranks of the trade crafts and
1abor unions, They are not_ united on this issue.

e The knowledge base which ports education personnel’ deve]opment
is inadequate and needs e expanded.

rd -

UNDERLYING ISSUES

Decision JLking about new and miodified professiona] ro]es teachen ‘
education will be influenced to a great extent by the position® decision
makers take on a number of issues. While these issues will surface as.edu-
' cators solve ‘other problems, they have special relevance to education per-
sonnel deve]opment. As was argued earlier, different viewpoints about and
responses to changing conditions in society and-education lead to different
perceptions about the kinds of teacher educators needed in the future, and
. about what professional rglés are needed in teacher education. The fo]]ow-

ing issues appear to be among the most relevant: .

Tssues related &2 schools

-~
¢

o Is the Fundamental purpose of schools to tedch “basics,* or is it
" to be toncerned with the welfare of total persgns? What is the
,essential role of the classroom teacher? . K e

¢ Should there be differentrated’staffing in schools? Shou]d'the
improvement of children's-education be the determining factor in °
‘deciding whether or not differentiated staffing is needed, or are
~political and other considerations valid factors?

Issues related to education _Reraonnél devefopment progma

e Should the preparation of education. personhel in higher ducation
institutions.continue to be offered at both under raduate and <
graduate levels or only atithe graduate level? Should schgols and
colleges of education become separate professiona] schools para]]e] .
to medical schoo]s or law schools?, . b

o Is self-perception of needs an adequate basis for designing

inservice education programs for professiona] school personne]?

o As new and modified professional roles in teacher education emerge,
new preparation programs for those:roles-will be required. Which -
institutions and/or agencies should be responsible for designing

L&Y

and conducting, such preparatiqn programs? - ) .7
Iaauea reldted to profeaawnaz pra@we D ; , ’ R L ]
e What does it mean to be an education professional? Shou]d edu- L '

cation strive to become a profession, be content to remain a P

semi- profession or Join the ranks of the trade crafts and TAbor

unions? e .-
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« : ; '0On what basis is the performance of education professionals to be
‘ - -judged? What evidence demonstrates professional competence? How
can education professionals convince the public that they are

"accountable"?
Issuss related ‘to %nietration : [
¢ How w111‘hunan, economic, and physfcal resources be allocated. for

education personnel development by the federal government? State
govermments? Colleges and universities? School districts? Other
agencies? ] : :

-

o

. 8 As preservice teacher education programs become more field-based,
and as schools assume more responsibility for inservice education,
parents of pupils and the public.gerferally become more ncerned o
about the role of schools in society. How can parents and the
public and other decision-makers be convinced that education
personnel development is a’legitimate function of schools?

¢ What incentives and rewards should be created to{motivate personnel
in higher education institutions’ and schools to participate produc-
~ tively-in staff development activities? How can the constraint$

which seem to prohibit-revision of present po]itigi\ziorfpimized?
] ' .

~

o The completipn of different kinds of inservice educattor.programs
* “is recognized in, di fferent ways, such as by co11ege/un1versity
Lt credit or-continuing educatidn units. Should thesé different forms
e ‘ofs recognition begtandardized? .

" Issues related to governance and qlality comtrol

,1/<7 ' e Xill various”sectors in education (state departmentg; schools, col-
s “teged, anq3 departments of education; teacher organizations; school
_j districts)} insist on continuing fragmented and separate approaches
~ <:; - o education personnel development, or will they join in cooperative (

approaches? Will there be.a“recognition that no ‘one_sector has a
. monopoly on wisdom. and that ultimately our hope is in harnassing

: our, collective wisdem? - And if ducation opts for cooperative
<::;:j\;}pproaches, hpw’can vartous sectors coliaborate effectively?
. -~ . B E ' " ’ 2 s
’ o: How should the quality of education personnel preparation and
4 - . =+ development programs which are conducted by colleges/universities,

hopls,-teacher and regional service centgs's, dnd other agencies: be
\(contro]]ed? What are the indicators of quility in these programs?

g

& A

o . . s, - !
A T, What“should he thé¢ appr te functiof® of federal and state
' . ageqtiegfjn-education rsonnel, development? What qualifications
are required fqr staff.members responsible for those functions?
~ L - . v i . o - ,
oo T e wa/é}qﬁthe presen 'fragme ed, disparate efforts to provide
e educati;g/ﬁbrsdhne1 development be integrated into_some agreed- /
amework?” Who 'shouTd participate in the .
.o .t formulation of sucla conceptual framework? Does the profession
. : . nheed an dmbrel gency to dyve direction to, coordinate, and
'_1og/bersbnn 1" devel opmerit programs? .
, ) / “‘,/55" o ' N
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These underlying issues and others provide the intellectual context in
which decjsions will be made about what new and modified professional roles
for teacher-educators are needed, and for a delineatiom of som€ specific

consequences for groups inyolved in equcation personnel development. '

IMPLICATIONSf ANOTHER LOOK AT THE ACTORS (-

In the preceding description of the teacher education arena, part?cu]ar
attentjon was called to the actors who perform varipus functions in educa-

tion personnel development. Another look at‘these persons provides .a con- , ]

venient basis for spinning out a number of. implicatione of the;main thesis
of this monograph, that changing conditions in society and education call
for new professionai rotés in teacher ed§satjon.‘

3

- For Students in Elementary and Secondarx;S;hoo]s

The actors who really ough®to be frant stage in the teachep education .

arena are the- students in schools. It is'primarily for them thyt schools
exist; they, not the parents or education professionals or professiomal
organ1zat1ons and associations.or state and federal agencils, are the
essential clients.

Whatever "dectsions are or are not made about hew professiona] roles 1n
teacher education will have a direct bearing on students in- sg%%ols and the
quality gf education provided for them. This criterion, more than any-
other, should be the dominant consideration in making decisions about new
professional roles in teacher education and preparation programs for those
roles.

For the Profession at Large

Education personnel are not yet united about what they want to be or
became. Some argue that deliberate steps .should be taken to make education
a true profession 1ike medicine or law. Others seem content to remain a
semi-profession. Still others would have classroom teaching become little
mdre than a craft. At times educators attempt to behave as members of a
profession, at other times ‘a5 members of labor unions.

What is ahead is not clear. But as long-as education personnel are not’

dnited on this question, there 'will be fundamental disagreements'about what

new roles are needed in teacher educatign. -It is also clear that
indeed, we do want to become a profession, then we shou]d gin behaving
1ike one on a consistent basis. ~ ,

.

For the Federal Government/USOE

[

Among the leadership roles of the U.S.-0ffice of Education is-the re-
sponsibjlity for establishing, supporting, and monitoring education pro-

grams designed  to fill special societal needs which 1ikely would not be met

otherwise. The success of many such programs depends on how well education
personnel implement ghem; and successful implementation, in turn, depends
on how well prepared personnel are to teach new subject matter, ‘use new
instructional strategies, and assume new or modified professional roles.
Staff development of both school and higher education personnel often ‘is

i
.
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. required. The modification of professional roles or-the creation of new
- ones is implied’if not required. While proyisions for staff development

are’ sometimes included in such programs, ‘support tends to bg minipal, and

» in many cases is not provided for at all. Provisions for staff Veiopment
of persennel in schools, coi]eges and departments.of education (SCDEs) are
seldom ingluded.
.+~ The Elementary-Secondary Education Act of 1965, for example, provided
approximately a billion dollars to urban -schools to upgrade the quality of
education for children from poor backgrounds and to help solve some of the
problems associated with such improvement. No support was included for
staff development. Teachers turned to SCDEs for help. Because the SCDEs
genera11y had neither the expertise nor the resources to develop jit, they
could. provide little assistance in implementing the legislation. What was

t B§%eeded was substantial support for-staff deve]opment of both school and

igher education personnel.
The recent teacher center legislation supports the estab]ishment of

. local, school-based centers as one vehicle to provide inservigce education
for classroom teachers. What.kind of personnel will direct these centers?
What preparatijon do center directors need and who will provide it? The
legYsiation does not speak directly to such needed staff development.
Teacher Corps, on the other. hand, deals more realistically with the staff
development problems. ' The staffs of Teacher Corps projects include program.
development specialists and community coordinators, newly created profes:
sional roles for teacher educators. Their: functions are specified at least
in broad terms. There was a recognition that new professional roles were
needed to assist in the implementation of program goals. However, Teacher
Corps legislation did not address the questions of w&at competencie$ such
new personnet need, how they should be prepared, and*who should: provide the
preparation. Each new federal program should include substantial support
for staff development of schoal and(higher educgtion .personnel to ‘ensure X
‘successful impiementation of the new program. - This position is supported

. by the AACTE Commission on Government Relations-and the Education Policy
Committee of the Association of Colleges and Schools of Education in State |,
Universities and Land Grant Colleges, which jointly have developed an in-
house concept paper delineating criteria to be used in taking positions
regarding education personnel dgvelopment in future proposals by the/fed-
eral govermment. They argue that YSCDEs need to change in order to operate
. most successfully.as service institutions relative ta new tederally man-
dated programs and activities. They also need .to be'ble to create more !
flexible and responsive preservice programs."”

One criterion is particularly relevant: “Existing and proposed.federai

education professional development programs should be examined in view of

* the goals of provtding asistance for schools, colleges, and departments of"
education in making personnel and curriculum accommodations necessary to
enable them to respond to the direct and often indirect resuireﬂents of the
new programs designed for particular purposes and clients. - .

For State Governments/State Depfrtmentihof Education '
+

Under the “implied powers“‘provision oftthe U.S. Constitution, states.
carry heavy responsibility for education. JImplications of the foregoing
disipssion& therefore are.parti arly significant to state 1egis]atqres

“\.

‘i Lo 67 " . ) ‘--:




/.

and state departments of education. Four recent‘deveiopments illustrate
consequences for staff development.

Stimulated by the need to coordinate fragmented efforts states are
beginning to formulate comprehensive statewide plans for education person-

" nel development. Several states (for example, Florida, I11inois, Massachu-
setts, *Michigan, Ohio, Oregon, and West Virginia) already have taken steps
to deve]op such p]ans. An essential ‘element of any comprehensive state
plan should be the provision of staff development of teacher educators in
colleges and universities, in schools, ,and in teacher, professional devel-
opment, and regional service centers. State plans should.address such - .
questions as: What kinds of professionals are needed.to provide efféctive
staff development programs for school personnel? What kinds of preparation
programs are needed for those professionals, and how are these programs to
be supported?

As a more specific example, states are expected to develop plans to re-
spond to Public Law 94-142, the Education of A1l Handicapped Children Act.
It is also incumbent on the states to provide major support for.the imple-
mentation of this federal legislation. Some reference staff develop-

-ment is included in the Act,.but planning and implementation are left to
the several states. Staff development will be required for teacher edu-
cators in higher education institutions, schools, teacher/professionai
devel opment/regional sefvice centers, and probably state agency staffs.
Appropriaté support for such staff deveiopment should be an integral part

* of the implemention strategies.

* Some states (for example, Florida, North Carolina, Texas, Rhode. Is]an
and West Virginia) have taken steps to create and maintain various types f
centers as a means of providing more effective .inservice educationa
school personnel. Otiier states are exploring the desirability of oing s
Not being addressed head on, however, are such questions as: ' What is the
nture of the professional ro]es-of center staff members? What competencies
do they need? What kind of ‘preparation programs for these roles are . &
needed, and who wi]j provide them? How will preparation be supported?
States have the responsibility to find answers to these questions. .

Recent federal legislation will support the creation of @ network=of
local, school-based teacher centers as a vehicle to provide inservice edu-
cation for-classroom teachers. States are expected to previde technica]
assistance to these centers, and -some support for this function is provided
in the legislation. .Staff development programs to meet the needs of center
staff members,-and personnel to support those programs, should be inc]uded
in. technical assistance provided by states.

0.

For quoo]s and School Districts o

As \schools and school personnel increasingly become involved in educa-
tion peRrsonnel deve]opment new kinds of problems surface. Among these:

1. Determination of the kinds of professionals needed <o impiement
agreed-upon school goals and objectives
Provision-of staff develepment -opportunities for school personne]
by the school itself. o; in cooperation with other agencies and
institutions . ) '
Determination of the-kinds of.professionals needed to provide éf-
fective staff deve]opment and how and where these professionals
will be trained




-'g
"

4. Allocation of resources--people, time, dollars--to support staff

. dewelopment A
5. Creation of appropriate incentives/rewards to motivate school 2
sonnel to engage in staff development activities .
6. Establishment or stremgthening of 1inkages with state departments Yo

-of education, colleges and universities, teacher/professional
development/regional: service centers ’

7. The public relations task of convincing the public--the parents and
taxpayers--that education personnel development is a legitimate
function of schools. ' .

- L
For Colleges and Universities .o

Changing conditions in society and education have had.and are having a |,
powerful impact in the area of education personnel development, especially 3 N
at higher education instjtutions. Traditionally, cqiledes and universities
were the major providers of pre- and inservice education programs for
school personnel. But-this situation has changed markedly, if not radi- <« , -
cally, as a result of the decline of federal support for education person-
nel development in higher education, the emergence of an.increasing number
of -staff development programs operated exclusively by schools, and the
establishment of an increasing number of teacher, professional development
and regional service centers. These developments reflect general-dissatiss

- faction with the quality and relevance of higher education staff deve[og-

ment programs and a search for mbre effective ways to deliver .them. ‘

Given these and other changes, a number o™ implications seem apparent
for schools, colleges, and departments of education (SCDEs) im relation to
new or modified-professional roles for teacher educators. Among these are:
(a) the need to develop new or strengthen existing linkages with personnel
in schools; (b) the reexamination of present inservice education programs
and services with the view of upgrading them-and making them more effective
in meeting the needs of school personnel; (c) the design of appropriate
preparation progran? for school-based teacher educators and staff members
of teacher, professional development, and regional service centers; ang'(d)
the implementation of appropriate staff development programs for SCDE
personnel to equip them, in turn, to provide more effective staff devel-
opment oppcitunities for school persunnel.

While the major 'concern of this monograph is the nature of professional
roles needed to provide effective preservice and inservice education pro-
grams ‘for school personnel, implications for other kinds of roles should be
mentioned.~ Education-personnel are needed in other settings which are not
directly related to schools: 1in educational divisions of business and
industry, the preds and media, community agencies and volunteer organi-
zations, adult and continuing education programs, the military, prisons,
health-related sérvices, and other professional colleges (such as medicine,
dentistry, law, and nursing). Schools and colleges of education have the..
opportunity to develop imaginative preparation programs for such nonschool

it As part of its Staff Development Project, funded. by Teachﬁ; Corps
through San Francisco State University, AACTE is sponsoring four )
regional workshops to identify critical staff development needs of .
" SCDE personnel. ‘It is envisioned that the findings of these.workshops
will be published andsﬁﬁsseminated. ) o > '

[ 69 " “

e
. AN
- RN
‘7 -
5 > ' .
. v




.
- Id
.
4
f
- - h
” .
.

professional roles. Doing so require% a careful analysis of the competen-
cies needed for such roles and the provision of appropriate expertise for
"instruction and supervision. An expleration of these topics, however, de-
serves fuller tréatment than can be given in this monograph. {/ﬁ

For School-Based Teacher Educators and Staffs of Teacher, Professional
Development, and Regional Service Centers .

~ . Among new professional roles in:education personnel development which
already are rging are those of school-based teacher educators and staff
members bf ;;g?ous-pypes of centers. As yet these roles and the required
competencies~Tor them have not been clearly defined. Experience and client
.expectations will help to determine what they will be. It is clear, how-
ever, that persons who ‘assume these new professional roles will be expected
to have some competence in teacher education; it is not likely that every-
one who assumes these new roles will be prepared to do so. Staff develop-
ment will be required. These new professionals will need to continue their
own education to prepare them to perform new functions more effectively.

REFLECTIONS * °

We have argued that changing conditions in sdE%ety and education call
for modifications of present professional roles in teacher education and,
in some cases, the creation’of new ones. It is evident already that pro-
fessional roles a eginning to be modified and that new roles are
emerging. Bu 11 impact of these changing conditions has not yet
been felt by-the education profession at large. Changes in the roles
teacher cators pérform are necessary if preservice education programs

' are to prepare personnel equipped to work in schools that themselves are
responsive to changing societal comditions, and if inservice education
programs are to be responsive to the current and future needs of school
personnel.

"“ What also has surfaced here is what many educators have recognized for

some time--that staff development of teacher educators-has been and con-
\\\\\\4_,— t?gggz*to be grossly neglected by federal and state governments, higher

education institutions, schools, apd professional organizations and associ-
ation We hold that if the quality of education for children is to be
improved--if changes are to be effected in schocl programs--then appro-
priate staff deve]opTgnt opportunities need to be provided for all profes-
sional personnel wholhave- either direct or indirect responsibilities for
implementing those changes. ff development of teacher educators is an

- essential ingredient in the t®%al change process, and this includes those
who work in colleges and universities, schools,*state departments of edu-
cation, teacher centers, professional development centers, and regional
service centers. To neglect support for staff development of teacher edu-
ca:ors\is to dilute commbtment to improving education for American children

. and-youth. .
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CRITIQUE* -
Roy Edelfelt

A logical way to critique this volume is to reagt to the chaptérs one
at a time. I will do so, but at the same time I want to reflect on the
entire volume, for it is in some ways a single expression, and it is

important to view a synthesis of ideas.

~ CHAPTER 1

I was helped by the authors' attempts to set the context, although they
do so almost too driefly. The authors describe how they view existing
conditions, first in broad strokes, then in issues and problems that are
more specific, and finally in education and teacher education. The treat-
ment of social issues is a 1ittle too quick and easy to provide a setting
that should be remembered as a backdrop throughout the volume. That may be
why the authors themselvgs seemed at times to forget the context. For
example, from the 1ist of compelling issues and problems (distrust of
institutions, centralization of power, reliance on the courts to set moral
standards, lack of personal physical security, 1imits of resources world-
wide), I would conclude that the authors are implicitly calling for review
of the purposes of schools in our society. Such a review happens only
peripherally as the authors enumerate issues and probleins of education.
They seem almost eager to get to the circumstances of teacher education
without helping the reader understand the relation of the larger social
picture to current events in education and teacher education. I was left
to search out my own conclusions of cause and effect: for example, dis-
trust of institutions leads to thé call for accountability; centralization
of power causes more state and federal legislators to decree the jmprove-
ment of programs. Some of the school responses to social problems I found
missing, such as how education and teacher education'respond to court-
mandated morals, increased violence and crime, shortages of natural re-
sources, pollution, inflation, unemployment, and so on.

Had the purposes of schools been considered as a result of reviewing
the broader context, there might have been a different order to the chap- .
ters in the volume. That would have helped me consider new roles in
teacher education from a base of what schools need in personnel. My line
of thinking is that we decide first what schools should be like; Ehen we

personnel must be prepared; and finally we know the kinds of programs and
personnel needéd in teacher education (school and college) to get the job
done. Perhaps my-1ine of thinking is too logical and rational for the real
world. But it is worth thinking problems through in that way so that the
evidence is\at -hand in case rational decision-making is possible.

In ‘reviewing the conditions of education and teacher educatton, the
authors turn first to enrollment data--fewer students in schools and record
numbers of teachers being graduated. Their conclusion that the teacher

decide the kinds of personnel needed to operate them; then we know what (;:

“shortage has been eliminated is too simple. The generalization that the

oversupply of teachers has caused a stable tcaching force is overstated.

¢
-—

* This critique presumes that-the reader ﬁa§.already read the:preceding-
pages, and will make reference to each chapter as necessary. °

71

-

77




4

Unemployment in general, fewer graduate study opportunities, a much fiSﬁ}er
job market in higher education, and the reduction in the number of teachérs
in special areas (art, music, foreign languages) and in the elementary
schools--all have contributed to elimination o teacher shortages and a
fmone stable teaching force. . . . ,

I take issue with another piece of reasoning in this chapter--the -
assumption that a stable teaching force is the major.force motivating
legislators to mandate minimum outcomes. That seems like less than the

. full story. Simultaneous with the changes in supply and demand and the

_stabilizing of the teaching force, there has been a swing back from the
radicalism and violence of the sixties to more conservatism, an economic
recession, a major realignment of the world economy created by OPEC
increases in oil prices--all of which has nurtured uncertainty and fostered

-~ % legislative action in the states to proceed responsibly and carefully, ergo
to tighten education budgets. _ .

The report of the political situation within the profession is percep-
tive and accurate in recognizing the increased impact of organized teachers
on decision making. But to suggest that "more ang more" resources for
professional development will be “influenced by colTective bargaining is .
faulty logic, in my opinion. Collective bargaining will undoubtedly influ-
ence the circumstances of inservice education locally, but teacher
organization leaders will be wiser than to force a choice between profes-
sional development funds and salary and fringe benefits. To avoid such a -
dilemma, I predict that they will seek state and federal support for staff
development (as they have with teacher centers) with the strong rationale
that an adequate -teaching force is more than a local responsibility.

~ Amidst their comments on the shifts in power -and the increased promi‘\4\ -
nence of teachers, the writers observe that "the education 'profession" at
large (my emphasis) is trying to decide whether" }£-wants to be fully
professional or quasi-professional. Saying it that way may be an exercise
of editorial license, but it does mislead. There is no deliberative body
that decides on!anything for the “profession." The various political
forces within and outside the profession are wrestling with-thi's question.
In most forums of educators the opinion is unanimous--teaching should be a
profession. Many also agree that an internship should be required to-
brifige the gap between preparation and full professjonal service. But

J - there is as yet no gepresentative body to speak for the entire profession.

Parenthetically the time is ideal to ipstitute an.internship: an ad-
ditional year of tra g would reduce the supply of seachers for a year
and might throw the supply-demand ratio into better balance--assuming, of
course’, that interns work under the tutelage of eexperienced master teachers
and are not replacéqgﬁts for 'regular practitioners. -

_ The author's disCtussion of approaches (keeping pace by adapting, pro-
jecting needed personnel from an analysis of current need, and predicting
need by forecasting the future) to considering emerging roles in teacher
-education helps to suggest optional ways by which decisions about new types
of personnel will be made. I wish the authors, identifying these optjons,
had included a section on the ‘goals, objectives, lifestyle, format, and
organization of the schools for which teachers are prepared. The process

.of decisions about goals is also- important because of the essential need to

involve teachéyrs, parents, administrators, students, and teacher educators.
Changes (improve ) will not come easily unless all these people are,
included in decision making; commitment grows out of involvement.

L 4
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There also is Tittle reference to the .setting of teacher editation.

)

Should the reader assume that thé three approaches are set in the existing ,1?’E§§§¢_

scheme of teacher education? Is tHe assumption that ‘teacher education - -
takes place largely in the university, partly in the school district? , How
different will the prescription for personnel (new roles) in teacher educa-
tion be if the setting is primarily-the university, or primarily the
schaol,. or some balanced combination of both? ~These questions are -
addressed later in the chapter; I am suggesting that they influence the
ways in which we apprioach new roles and should be addressed as we consider

——approaches, not after. .

-~

The discussion of the shortfall of the teaching profession in being
able "to meet the educational challenges of modern time" implies the pro-
fession is at fault for its alleged inadequacy ("The failure offthe teach-
ing profession to advance . , ."). If blame is to be assigned, it must be
shared with the public. Teaching of children and youth in the United
States is a public profession. Although the profession can initiate,and
foster changes in preparation and practice, the public controls policy

. formation and financial support for most training programs and professional
working conditions.

The quote from Educating a Profession, indicating that the teaching
profession needs new concepts to serve a human-services society "adequately,
is so true. The several pages that expand on this notion and discuss soce

of the needed new roles are helpful in moving thinking toward reform of
education and toward needed roles in teacher education. But the omissio

of consideration of the organization, structure, and schedule of the
schools in which teachers practice is unfortunate. There are 1imits to the
improvements possible in education if we focus only on the adequacy and
kind of ‘personnel available. The conditions in which teachers work also
need attention--that is, the way teaching and learning are expected to take
place (in classrooms where ‘one” teacher teaches 20-25 students at once), and
the teacher's schedule of time spent teaching (rather than .a better balance
between planning, teaching, and evaluation). * There are other factors as .

\ well--such as the reliance on texthooks and other packaged materials, the

narrow focus on a few so-eslled basic subjects, standard requirements for
all students, the social- ychological climate of schools, the confinement
of schooling to school buildings. The point is that roles cannot be con-
sidered with attention mainly-to existing job descriptions or to the ele-
ments of -professional competence. The cincumstantes in which teacher com-
petence must be' exercised and the social and material support avaitable in
those circumstances influence what it is possible for teachers to do.

— Establishihg the conditions in which competent professional practice is
possible is a political and economic as well a® an educational question.

It would have beem helpful to have at least some models of the possible
conditions and an idea of their cost. .

.
. CHAPTER II

The 15 prbblemﬁkor nd identifies as internal.to teacher education in
—schools, colleges, and departments of education (colleges of education, .for
short).are an accurate, candid recital of present circumstances. In a
sense ‘the negative: scene depicted leads one to suspect that anything said
about creating new roles or circmnstaqces\for college-based ;eacher'

]
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educators is purely for survival purposes. Survival is a basi.
ation, though not a high-minded motive. It is pragmatic and
education must exist if they are to ‘furiction.

w

consider-
o]]eges of

¢ __. It is useful to have a college professor catalog the i11s of colleges
-+ ~of education. Admission by an insjder may be less suspect than accusations
by an outsider. *
Although . DrumMond is accurate and candid, he is less than comprehen-
sive. He could have criticized the dominance of higher education ove .
- teacher education. Colleges of education cannot operate on many of the 16
assumptions drawn by Drummond unless they have more autonomy in higher edu-
cation, unless they become professional schools that can make decisions
about professional training without the interference of campus-wide aca-
demic senates. In fact, the academic and political autonomy needed on
campus may be prerequisites to the changes inherent in the Drummond
assumptions.
Another criticism Drummond doesn't raise is the failure of col]ege-
based teacher educators to study, analyze,.and interpret the scene in ele-
mentary and secondary education. If the attention of scholars in teacher
education had been better focused on developments in schools, the cir-
cumstances and remedies developed in this chapter might never have been
needed. Teacher education paid a price to get into the college and unk
versity community, to gain acceptance in higher education. The mortgage is
paid; it is time to take ownersh1p.
Gne last comment -on ‘Drummond’s recitation of internal problems: There
are also difficult problems that should be labelled external. For example,
the social distance between colleges of education personnel and school
personnel is great, and there are professional-class distinctions too.
Teachers knpw where they are in the hierarchy in terms of freedom, pre-
rogatives, 'status, rewards, stimulation. Ultimately the question must be
how to improve the circumstances of school teachers and how college of
education pérsonnel can help that happen. In reverse, there is probably no
way colleges of education will get autonomy and 1ndependence in higher
education without the political support of the organized teaching profes-
sion.
The mutual benefits to both teachers (afid the school programs they )
operate) and professors {and colleges of education) become more explicit.
, .. when the linkage is made between calling for more field-based, school-site
‘ oriented teacher education and assuming, as Drummond has, that the "most
Togical and appropriate political constituencies are the organized profes- .
sion . . . and lay citizens who are involved in public education. . . .“f”‘\\
" At another time more should Be made of the mutual benefits and the
professional-politichl relationships of the points Drummond covers.
Most of the asswnptions in this chapter require taking some new
initiatives. Drummond's table, College-Based Teacher Education Work in
> Transition, j ndicates a number of specific initiatives and gives a sense of
what the|transformation of college-based teacher educators might be. There
is one s%gn1f1cant omission--the incentives and rewards necessary to stim-
ulate and satisfy faculty to move from old to new ways of providing teachee///

S

educations Let me i1lustrate how such items might appear in Drummond's
“From" column; the reader.can project how they might be stated in the "To
column: N . .
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) Earning renown thorough research ‘
and writing addressed to colleagues
in a national forum

. Maintaining independence and freedom
by designing and finding support for
research and writing from gutside
sources

Earning a national reputation to
ensure local status and reward \*

Commanding rank and salary at the
local level by remaining in demand >
in a national market

Finding reward for performance and
achievement through a system of
promotion, salary increases, and
status assignment controlled by the
total university faculty and i‘

—~—i—
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One final comment on the material appearing before Drummond gets into
"Emerging Roles": Nowhere do'I get the message that it is (and will be)
important togwntegrate preservice and inservice teacher education. More-
over, among fhe roles that Drummond outlines subsequently, all seem clearly
preservice or inservice. There could be roles with responsibilities for
connecting and reélating the two levels of training. Personnel in these
roles couid help preservice and inservice teachers learn from each other.
They could be responsible fqr tepm inservice education, activities that in-
volve .all the personnel in a’building--nonprofessional, quasi- professional
and profecsional.

Drummond's role.types are useful not only because he identifies the
kinds of college- baseﬂkteacher educators that are emerging, but also
because he provides a short narrative for each to indicate what a role
might involyg. The problem I find is that some of these roles aré not
unique to c@kleges of education; some sound identical to roles that Houston
has included®for school-based teather educators. That school and college,
roles in teacher education overlap is not.bad. - Unfortunately neither .
+Houstomnor Drummond discusses the overlap. -Common features. need
discussion, and the differences in organization, fiscal set-up, and modus
operandi of school and college need to be considered.

There may be need for some new structures to dccommodate teacher
education in the middle ground between- school and cotlege. And it may be
necessary to facilitate decision making .and other operationl matters where
.school and college teacher educators overlap. One example of a ntw
structure is the policy-board that the federal teacher centers program
requires to supervise a teacher center. It will be instructive to ohferve
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how po]icxabdﬁrds operate, as we consider other mechanisms for the gover-
nance of school/college co]]abaﬁatﬁon in teacher education. Drummond's
concluding remarks are upbeat #fid-optimistic. I can agree with most of the
reasons for his 1ooking at opportunity rather than problems, except for his
statemerit that “for the first-time colleges of education have the time and -
resources to try to improve professional-practice." Teacher education is
undersupported; it prepares teachers at or below the cost of liberal arts
training and in no way compares with engineering, pharmacy, accounting,
law, or- other _professions in cost per pérson prepared. Teacher education
needs much more support, not only for the cost of training in traditional
modes but also for inservite education that becomes an integral part of a
teacher's assignment. .

. : : >
- ’ _ CHAPTER III - o
. .

There has never been much legitimacy to teacher education in schools.
This chapter should help give credibility to both the necessity and ¢
reascniableness of having scheol-based teacher educators.

I am not satisfied, however, with the reasons given for the emergence
of these personnel in schoo]s. Both here and in Chapter II the first
reasons mentioned are the more than adequate supp]y of teachers and a more
stable teaching force. What goes unmefrtioned is that most teachers have
bachelor's degrees, the push for preservice education is reduced, and
public and professional alike recognize that the most direct way to improve
school programs is to have an impact on the central figure (the teacher) #n
the education process.

Are roles for teacher educators really emerging? "Emerging" suggests
that teacher educator roles are growing ‘cut of developing circumstances;
that may be true to an extent, but roles have also been inf]icted. It

happened when colleges moved student teaching into schools and made \ g

classroom teachers cooperating teachers. It _ocqurred when SUpervisors in
science and mathemati¥cs, and ultimately in most_other subjects, became
purveyors of new curricula in their respective areas. And it is true now
Sas curriculum directors and other central office personnel decree behav-
ioral objectives, criterion-referenced tests, competency-based education,
and accountability in general. Tth is a teacher education dimension to
almost every new law Qr demahdybeing made--for example, special education,
mul ticultural education, bilingual "education, career education, and drug
abuse -efucation. Teacher centers impose -yet another set of new roles that
are school based. 2

The definition of th ool-based teacher educator is genera] .in
Houston's chapter, and it probably needs to be; .there are-so many versfons
and so’ many different circumstances. I wish he had-written more of teacher

education in schools th about it--by that I mean what it-is’ like aNd what ‘

school-based teacher edlicators do, rather than the models, formulas, align-
ments, supra systems, and so forth. The tone, thewefore, ik\gften admin-
istrative, *and that willbe helpful to administmators; but what ofxzthe

, reader who is looking over the’ prospects of finding a new niche, and what

of the new teacher who. wants to know what to expect school-based teacher
educators? P

. Hohstonss discussion of the existing system of teacher education and
the influence that system has in shaping emerging roles is important. Both
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higher education and schoo] traditions in teacher education strongly . S
influence what is possible in school-based teacher education. Perhaps t is !
is another reason to examine the idea of emerging roles. It is poss}/}éh
that roles are not emerging rationally out of need and purpose but rdthe
are being transplanted and adapted from an existing system.” ‘
I have,trouble understanding the second thesis of Houston's chapter,’ ;oY
that school-based teacCher educator roles that digress from tradition are
“more illusionary than real." First, there {s no expansioni of the ways in-
which professional development is 111usionary and traditional authority '
real, and second, the distinction is probab]y more reaj than illusionary.. . R
That is, teacher education under the auspices of the school district. to
assure the quality of school program (what'is labelled "traditional .
authority”) is a.logical and defensible_activity that teachers take part in °
as employes of the school district. <Its purpose is to provide greater
assurance that public goals for education are carried out. It is real. 1
Professional deve1opment fs also real. It is the teacher's own . v
respons1b111hy, and the purpose is the teacher's personal-professional
deve1opment. The choice of what, how where, and wh n guch 1nserviceo
education takes place is the teacher S.*
Inservice teacher education for schoo] 1mprovement (traditional —
authorfity) and for individual profess1ona1 development usually can take
place simultaneously and separately, but they are not unrelateds The
styles of the-schqol-based teacher educator in serv1ng these two purposes *
of inservice education are djifferent, as Houston points odt. What he does
not say is that the same schoo] based teacher egducator probab]y cannot -
serve both purposes. The emphastis on authority, direction, and compliance
‘in the "traditional authority" position and the free, 1ndepenﬂent self- .
help flavor of the "professidnal development" position polarizes the two -
* concepts. I]]ustrations of such a difference are. easy to find; but they -
are not 4nevitable nor’'are they necessary. The question may be where
authority is seen to rest. If the “aqm20r1ty of the situationt is a major
\ motivation for"teachers, they may #ssume as diligent a ro¥e 4n supporting .
inservice edudation fop,schoo] improvement as any'administrator. And: when .
teachers are .aware professionals, the conventional wisdof of the profession .
as an entity will 1nf1uence frée and independent judgment as much as:per- 1
. sonal choice will. In both positions there are-.and ought to be checks and
balantes. The kind and. style of .checks and balances; hot the fact, are thé-
issue. It would be unfortunate to characterize. schoo] -improvement teacher .
education arbitrarily as directed, controi]ed, authoritative, monitored,

- and compliant in nature, and professiona] .development as free 1ndependent 7
self:selected, self- d1rected and 1nternaIized. . - s .
*Note In telephone conversatjqn, Houston took issue with this 1nter- /f : R

pretat1on of his seecond thesis. The description of SBTE roles that
depart,from traditioh as "more illusionary than real" conveyed Houston's
belief that .little fundamental change in those roles has’occurred in
1nstitutionaJ ractice despite appearances to the contrary. He added that
‘Ede1felt's remarks anticipate.the discussiof’, iff the third thesis, about

traditiona1 authority and professjional development perceptions of SHTEs, ’ P
" «and’'that Edelfelt seemed to. interpret these ‘as absoldtes rather thanvas- . . |
extremes of a.continuum. Houston Kelt the combining of the two discrete , J

- theses could Tead to confusion for the cpader. ’
{
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‘ The actual illustrat::ns of ro]es and emerging roles from several + . )

school district$ lends,reaiity to Houston's diseourse. . It would bave been
helpful "if the role illustrations from Dallas ‘and Kanawha County had. /
indicated. 1ine and- staff distinctions and the competencies and activities/
that each type of rqle undertakes. -The problem in most school districts’is
that u]timate]y all school-based teacher educatqrs are in “traditjonal ,° ~
authority” roles; they all report to:somebody:about how somebody else (the
teacher) is doing. Refreshing is the system that efiploys school-based
teacher educators who, in the professfonal developient model., are available
only ‘to help teachers. " “Ombudsman®.types meet that definition.. Teacher
.center staff members oftem satisfy that goal. Think of the prospects of
raising-the trust level 1f Just a few school-based teacher educators could
eliminate compliance, surveillance, contro}, authority, and direction from -
their vocabd]ary and professional lifestyle.

As Houston moves throygh illustrations from Dallas Kanawha County.
Urbana, Fairfax County, and Arlington, the trad#tiopa? authorit y
professional development" disginction fades. , It is not easy to ‘discern -
which roles, activities, and‘?ompetencies describe one role and which
describe the other. The impression I get from reading is almost as vague ”
as the one a person gets frem looking in on the real Jife of .any one of. )

hese schools. When is the school-based teacher” educator directing, /{,
monitoring, @yaluating, and when is he-or she.assisting, supperting,
facilitating? It makes a difference, but the difference is difficu]t to
.distinguish, - <

The resource-teacher i]lustration (from Eairfax County) ds good oney
Clearly .the résource teacher is a supportive person. But the ‘deed to . ]

dvertise "nonthreatening” suggests that there is enough that threatens to
. call dttention to people and situations that do™ot threaten.

Thé inclusion of some&gf the findings from-the study of school-based.
teach educatgrs by. Houston and others helps to make my point‘ “Staff
developers don't develop staff, “ 1 suspect, because they are ‘too busy
monitoring or, as Houston reports,’ tog inundated with responsibi]ities that
keep them from teachers.

" 1 1iked the list of competencies that Houston quoded from Cooper et al.
.1 would have liked to have & series of vignettes illustrating these compe-
tenciei We all need to know how they would look on people.

t''the cTose of the chapter I was still left with a lot of questions:

For exampTe; if school -based teacher educators an!‘emerging, then we are .
.0Or are we? If we are to train them--and
- surely we will--how shoutd potential teacher educators be selected? Will
.there be a precise system to select,. train, dnd p1dte them, and will there
-be_ways td-monitor practice? Or will people emérge into schoo]-based
teacher educator roles? If they emerge wi]] they be socialized into’ the
status quo?

One difficult underlying question that Houston poses for me is Can
the system of teacher education reform itseif? And- can, that happen where 2

. we ar7/cons.dering new kinds of personnel?

©
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. The first sections of this chapter- are va]uabie in bringing together
some of the %houghts necessary tp get at action, and the questions raised
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(except those tha aré,c]early rhetorical) will be. helpful to decision
makers as the proplems of .new roles and'djrectjonswin teacher education get
discussed. ° N R -

I .feel -less comforgdble about the implications that close the book.
Some arg clearly answgrs to the questions raised earlyxin the chapter. How
appropriate is that?. \Some conclusions' are not conclusions. For example,
again begging the ques®ion of whether the."profession” wants to become a
profesgion, I detecty is an assumption that the: profession is a: tangib™®, *
organized ehtity; that.there exists a forum‘renrgsenting all elements of
the profession in which discyssion .of any-issue can take place. There {s
no/such forum, and thus, the ‘issue:of a “professton® cannot have~begen ° ‘
deliberated-in it. Perhaps there ought be such a forum. One may develop
,as policy questions on inservice education become state and national - :
issues. This book might recommend that such a forum .be_convened. But as
of now, it should not be conc]@%ed that becoming a profession is more’thah

a moot question. N S :
" The chapter also impliet.that there should be agreement on “what kinds \...zf’///

*of new roles are needed in teacher education.” Seeking-such agreement
seems premature.. For-reasons I have.already stated in reacting to previous
chapters, there are good arguments to avoid crystallizing. It also seems
ironic for the authors to discuss “emerging roles® and then complain about

- the lack of-fundamental agreement on the new toles needed. . . -

Some of the writing™in the section on implications goes beyond what th¢
work connotes, to become hortatory--for example: "It is also clear that -
if, indeed, we 'do want to'became a profession, then we should begin
behaving 1ike one.on a consistent basis."- | . ' s

Implications seem at times to be stated as co lusions, and seme of the
conclusions seem not to be based on earlier discussion. For example, the
implication that staff development for both school a higher education -
personnel ‘is often required to,arry out new’ programs'mandated by federal
legislation quickly becomes a recommendation:. “Each new federal. program
should include substantial support for staff -devetopment of school and
higher education personnel to ensure successful imp1quptation of the new.-
program.” Td go this far-preempts the kinds of decisiong the reader gyght -,

. to be making. It precludes discussion of the book's coritent. It -provides’
closure on a topic that has only begun to be open for discussion. )

‘ There is also confusion along the way in the recommendations‘regarding-//
colleges of education. Colleges of education are higher education and do

not include school-based ‘teacher educators or other K-12 pewsonnel. .If the
implication §s that -there should be staff development for college-based
teacher educators, there 'should also‘be staff development for school-based
teacher educptors. Mention of the unpublished criteria developed by the ~
American Association of Colleges for Teacher Education (AACTE) and’ the
Association of Colleges hools of Education in State Universities and
Land -Grant Colleges 4§§ESUL ) is ifappropriate because they do not
include public school sonnel. ' .
. When the authors mention teacher centers, they question what kinds of
personnel jare needed, what preparation the personnel need, and who wil
provide ft. .Teacher centers already have emerged in“the United States; so
have the staffs that operate them& Rather than directly question what
preparation personnel need to operate teacher centers and who will provide
it, the authors might more appropriately investigate how teacher centers
have emerged and-how they have evolved, and what teather center staffs are
Jike. : § ‘ : K
, : 79 : '
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. Again, in the implications for state. govermments and departments of -
education, the language s strong and recommending rather than suggestive.-
“Should" is too heavy for. an:implication--"Any comprehensive state plan )
should . . .',“ "attention should be. given to kind of professionals s 0 T
needed,” and “staff development should be an integral part.” - Cov.
As the.discussion moves to implications for the schools and for col- "
leges and universities *the tone of the Wwriting is much more that of im-. .
plications. ‘Readers. wiii probably respond better to “this Tighter touch;
. . they will not feel thdt™the situation has been preempted. Orawing impli- .
. ~ cations is 1ike setting ak agenda, g?ich most, of this book dqes. -Making N
. ooncTu51ons on this subject at leastVshouid-come later and sﬁeuid probably
be¥ddne at schoo¥5'and coiiegeS'where the action j's.

(R ) \ ° . »
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- CIN CONCLUSION, ' s
?his book opens a topic of vital concern to the entire educatiéh com-
munity. It begins to bring together; the separate efforts of schools' and

not separable. dering te r.egjcation roies ma s At necessary for |
school and coiiege people to g ther on a topi t neither can deal . |
with.alone. It is not only roles n teacher educatil n but also-respective. ..
roles in the education profession that must gét in{o his discussion.» The = - |
implications of such a discussion{for the future professionalization of ™ , . ?
teaching are important to all pro jonals. There is even a possiSiTity LI .
. , . “that the-question of competénce will be revisited, hot packaged as ne thy L
- as in performance-based teacher education, but as a renewed effort to &x- °
amine competence in contexts. The emphasis on .cémpetence for' teacher
‘ educators will also prove valuablie psychologically; a group that looks .
4 .- first at its own competence, then at, the competence of others has1nore
- ' credibTity. - % ‘ ‘
, Jhe volume also makes & cont ution by beginning the examination of -
‘.. v roles in teather éducation with & consideration of social-circumstances.
Ref]ecting_on probtems jn -the 1arger world and viewing education and
teacher educatipn in that-proader context are first steps to staying on |
) target and keeping in-touch with the modd of the tdmes. Both are important, -
5 . if relevant educaton and appr0priate timing dare tp be assured. .
- The poiiticai reaiities of decision making in education begin to came
through in this'volumes '‘There may be more exhorting than is necessary.® I
hqpe ithere i enough persuasion to attract poiitica1 support for some of* -
- .the ideas. ) .
The changing vorid ‘of the schoo}‘stlii needs .more examination b each~ v -
. er educators. There_still is tqo Tittle attention to the schoo] as et
social system. Like pthers in American life, teanher~educat0rs tend to. o
focus on theindividual- and ignore the group and the'system. As, work .ot e
proceeds on new roles in. teacher education the’ organization and/or system BN
‘ . of schoo¥s~-its horms and characterigtics must e examined’-to distinguish’
< between when the system and when,the  individuals need attention, and to N
s noté.that often, they need considerationtsimuitaneous]y. : ]
I mentionéd earlier the survival instincts that have become evident in-

coiieges:
"School-based teagher educatio and ollege- based teacherﬁeducation ane
Cons gggg

. . many-colleges-of education. -Without, reducing thelmotjvagion to.change that *
T the threat of survivai‘éan instiil I want*to suggest that examinihg and
M" ”\' \J.’ _, .: L‘i..‘.. -l' . ‘\‘ i’ . ' ( /,; . : o
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déve]oping roles in teacher education may be one route to reducing the di-
lemma of many college-based teacher educators. If colleges of education )
-learn to function in ways that’serve schools and other institutions of edu-- |
cation, there will'be work for all. There really need not be a contest for
é%génts. There is more work to bé done in pre- and inservice education

_than all college- and school-based teacher educators can handle. ‘The prob-
lem is developing program and approaches that satisfy practitioner needs.
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